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: TUTORING:
ITS EFFECTS ON READING ACHIEVEMENT, STANDARD-SETTING
AND AFFECT-MEDIATING SELF-EVALUATION FOR BLACK
MALE UNDERACHIEVERS IN READING

Abstract
by
Eileen Evelyn Liette

The major purpose of the study was to determine what effects
a specific strategy, namely tutoring, had on-readiny achievement of
underachie;ring black males who were tutored by‘ older underachiev-
ing black males of similar background; secondly, this study sought
to measure the effects on reading ac‘:hievement of underachieving
black males who became tutors of reading to younger peers.

In addition, this study attempted to measure the possible
psychological effects which the tutoring experience in this one-to-one
realtionship had on the tutor. Two specific determinants which

were pursued in the study were standard-setting and affect-

mediating self-evaluation of need for achieverment as operationalized

by Katz (1967) and further researched by Eiszler (1969) and Mahan
(1970).

A randomly assigned sample of forty-one boys with matched
controls who came from lower sociof-economic, minority group
families and attend a large midwestern inner-city school system
were tutors in this study,

Likewise, another randomly assigned sample of forty-one

younger boys with matched controls who also came from the same
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background as the tutors, were the tuteces in this study.

In a large group situation, the subjects were given a non-
verbal battery intelligence test and a standardized reading achieve-
ment test. From the results of these tests, underachievers were
determined. After matching potential tutors and tutees, random
assignment was made. Tutor-subjects and their controls were
then individually administered a series of eight trials of ten
four-letter scrambled words and asked to unscramble as many
as pocsible within the one minute-and-a-half time limit of each
trial. Prior to each trial the subjects were asked to establish for
themselves and report a standard of performance. Following each
trial the tutor-subjects and controls. were asked to evaluate and
report their performance. Timing in seconds was part of the
evaluation in determining how long it took the subjects to make
their self-evaluations.

After pre-testing, tutoring sessions we;re conducted for a
period of twelve weeks. The project was concluded with post-testing
on reading achievement, for tutees, tutors and their controls, as

well as post-testing on standard-setting and affect-mediating self-

evaluation for tutors and their controls.’

The significant findings of the study were as follows:

1. Underachieving black males who were tutored by older under-
achieving black males of similar background made significant
gains in reading achievement at the . 05 level of confidence.

2. Underachieving black males who tutored and accepted a
leadership role with younger nunderachieving black males
madec gains in reading achievement significant at the . 07
level of confidence. : .

iv
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the theory of a psychological situation, namely tutoring, for effec-

Underachieving black males who tutored.younger peers
established a lower and more realistic standard than did
the controls, significant at the .0l level of confidence.

Underachieving black males who tutored younger peers
tended to take less time to make self-evaluations, sig-
nificant near the . 10 level of confidence.

.

Tutors did not administer positive self-evaluations more
frequently than their controls. There was no level of
significance.

The major implication of the study is to suggest support for

tive change in behavior. However, it appears that the tutoring

should be conducted over a longer period of time for more efiective

and more significant changeé to vake place. Some psychological

changes seem to appear earlier than academic-achievement

changes.
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CHAPTER ONE .

!
INTRODUCTION
) :(‘
‘i
Educators today realize that there are many different re-

sources in teaching and learning situations. These resources in-
clude another child, parents outside the classroom, and a wealth of
material in any given community,

During the decade of the 1960's, educators in schools across

the United States have experimented more and more with one of

-
-

these ‘resources, namely, students of various educ?tional levels
teaching each other. The objectives have varied with each reported
project or experiment. However, the major purpose se:ems to be
to help the tutee, the tutor, or both. In the past,several techniques
have beer pursued: some student-tutors have taught the tutee with
teacher prescribed remedial matérials; other student-tutors have
carried out the responsibility of making their own lesson plans.

The.practice of students helping each other is no novelty.
"Big brother" or "big sister" from time to time in the past have
lent a helping hand to a younger sibling or peer. In the "little red
school house days'" when six to twenty 'students of v;rying ages
studied in one classroom under one teacher, students relied
heavily on learning from each other. In the 1820's under the
Lancastrian. Ménitorial System the teacher instructed a gtoup of

1
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~ tutor.

outs as tutors for fifth and sixth grade children, lent support vo.

2

older students who in turn drilled the younger ones on the same

lesson. Even in today's classroom, teachers who use the project

e e st o Avn

method usually assign tasks to small groups of children partly in_

the expectation that they will learn from each other.

e v ok e e e

The classic concept of tutoring has directed attention to the
tutee or learner rather than to the tutor. In the present research,
both the tutee and the tutor were considered.

This investigation evolved from a pilot study with a small
group of blé.ck rr.xale underachievers of elementary school age who‘
acted as tutors for a younger peer group. The question was
raised in the pilot study as to whether a tutorial situation, if
carried out over a reasonable pericd of time, would account for

substantial reading achievement gains for both the tutee and the

Additionally, through such a situation, would the black male
underachiever‘ be able to set more realistic standards, while at the
same time, through the experiences of tutofing, be able to derive
an internal satisfaction that he can do something well?

Cloward's recent study (1966), using teen-age potential drop-

hypotheses that this may te an effective means of increasing read-
ing achievernent for eleme:tary level underachievers with beheficial
"side effects'' to the psyche of the tutor.

Thelen's (1969) and Rosner's (1970) work in progress gave

added dimensions of further support to such hygiotheses.

m}& | 15 :
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Finally, resources for the iinplementation of a similar tutor-
ing expericnce are probably available in the vast majority of schools
throughout the country at a minimal cost of teacher-time and fi-
nances. Such an innowvation, if effective, would be welcomed by.
school personnel. This current study is known as'the LIETTE
project”", named after the investigator. The letter meanings for
the project res.d: Learning through Innovative _E_,‘ducationai Tutor -

Tutee Experiences.

Purpdse of the Study

The pﬁrpose of this study then was to investigate on a larger
scale and for a more extended period of time than the pilot study,
what effects a specific strategy, namely tutoring, had on reading
achievement of underachieving black males who were tutored by
older underach‘ieving black males of like backgrounds; secondly,
this study sought to measure the effects on reading achievement of
underachieving black males who becarne tutors of reading to
younger peers. . |
. In addition, this study attempted to measure the possible

effects which the tutoring experience had on the tutor in relation to

the two determinants, standard-setting and affect-mediating self-

evaluation of need for achievement as operationalized by Katz (1967)

and further reseafched by Eiszler (1969) and Mahan (1970).
Needless to say, one is well aware that among the most dis-

cussed, mnost examined, most wri‘tten about topics of today are the

problems’ that minority group children face in the world of education.

-
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What is needed now, it would seem, is not moré discussion and
examination of the problems, but rather a delineation of possible
solutions and an exploration of some practical application suggested
by earlier successful experiences.

For these reasons this study was carried out with elementary
level students from six large inner city schools in a Midwestern
locale. All of the students involved in the s tudy belonged to the

minority group of black male Americans.

Summary

In this chapter, various resources in teaching and learning
were briefly indicated. One speciﬁc resource, the student, was
given further consideration. It was suggested that students of
various levels throughout the past have been able to contribute to
leafning experiences in a helping-relationship. Recent studies have
indicated that such working relationships- have given positive direc-
tion for further study and resear\;h. In this context, the purpose of
the study was introduced as an extension of a small pilot study as
an attempt toinvestigate some of the effects and possibilities which
a tutoring situation carried on a larger scale and over a reasonable
pel.'iod of time would have, nnt only on the learner or tutee, but
also, on thev_.tutor himself. While answers to these question.s have
implicatiori/s for education in general, they are thought to be par-

ticularly relevant to. the education of minority group children who

attend large, urban inner-city schools. The students involved in

17
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.

this study, all elexﬁentary-level male underachieving black Ameri-

cans, were from schools in this environment.

Plan of Presentation

. In the next chapter, a review of the literature, both descrip-
tive and empirical studies, is presented. The theoretical rationale
upon which tfxis investigation is based, together with derived theo-
retical hypotheses comprises Chapter Three. In Chapter Four the
research design' and procedurc of the study are discussed. A 'pre-
sentation of each hypothesis and the. interpretation of the results of
the hypothesis are carefully exarnined in Chapter Five. Summary

and implications of the study conclude the major section of the

content. Appendices are given, followed by a list of references.

18

PR APINCVAPRR R

s Lt et o el




s —

B L - b A B e T WS — S

CHAPTER TWO
REVIEW OF THE LITERATURE

John Steinbeck has said, '"Learning to read is the most diffi-

cult and revolutionary thing that happens to the human brain. "

UNDERACHIEVEMENT IN READING

Despite the difficulty of the task, many adults who went
through school systems in the past did apparently learn to read.
They are baffled by today's news that a large portion of children, as
well as a segment of the adult population, is not learning to read at
all or has acquired only limited ability in reading.

The full extent of the reading problem is not known. What
evidence there is, however, seems to indicate that reading dis-

ability affects a surprisingly larée proportion of our population.

James E. Allen, former U.S. Commissioner of Education, in

& recent address states:

From a variety of statistical information accumulated

by the Office of Education regarding reading de-
ficiencies throughout the country these shocking facts

stand out:
One out of every four students nationwide has

significant reading deficiencies.

zr;large city school systems up to half of the
‘$tudents read below expectation.

There are more than three million illitcrates
in our adult population.

About half of the uﬁemplc;)?ed youth in New York
City, ages 16-21, are functionally illiterate.

19




Three-quarters of the juvenile offenders in New
York City are two or mor: years retarded in
reading.

In a recent U.S. Armed Forces program called
Project 100, 000, 68.2 percent of the young men
fell below grade seven in reading and academic

ability. (1969, p. 2).

He states further:

o~

The tragedy of these statistics is that they representa
barrier to success that for many young adults produces

the misery of a life marked by poverty, unemployment,
alienation, and, in many cases, crime.

It must be recognized, also, however, that for the
majority who do acquire the basic reading skills, there
can also be a barrier which limits the fulfillment of
their right to read. This barrier exists when the skill
of reading is not accompanied by the desire to read.
We fail, therefore, just as much in assuring the right
to read when the desire is absent as when the skills are
missing (1969, p. 3).

The reading achievement of all youth is, therefore, a matter
of increasing importance to the development of the individual citizen
and our society as a whole. The technological advances of our

society require that more people perform at higher levels to fill

the manpower needs of our economy, and the complexity of living in

a modern urban community demands higher basic literacy levels
than ever before in the history of our country. The student whose
aéhievement is not attuneél to the increasing demands of the nation's
economy may find himself in a poor competitive position when he
enters the labor market.

While underachievement is prevalent in all groups, the struc-
ture of opportunities available to youth is one of the variables that
significantly shapes tl;e probability of high scholastic motivation

and achicvement. Our schools and society set subtly different

20
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social and intellectual cnvironménts for subgroups of people. Low
socio-cconémic groups in the community are-notably deficient in
cultural and.academic strengths. They typically have disadvantages
that reflect. environmental and experiential deprivation resulting
in educational disadvantage.

Recently s.tudies reveal that these reading deficiencies have
a greater concentration among the male population.

DeBoer states that,

the numbe;' of boys who read either poorly or not at all

exceeds that for girls, probably 10 to 1, but no teacher

or textbook publisher has figured out a way to act on

this information (1958, p. 275).
This estimate is substantiated by otilers, includingv Wyatt (1966),
Weintraub (1966) and Wozencraft (1967). |

The reasons for today's reading failures are many. They in-
clude: more children in school, larger classrooms, more complex
psychological problems, morxe distractions, less compulsion to

learn, not enough money to provide the personnel, space, and ma-

terials to cope with all the problems (Smith, 1970, p. 1).

CULTURAL DEPRIVATION

Among disadvantaged youth, added reasons for the limited
reading abilities are cited. Ausﬁbel (1963) points out the lack of
language skills, meaning not only a limited vocabulary, but also
lack of the very thought processeé that lie behind language. Diaiect,
or the va'riety of a language, and its relationship to reading and the
lack of available reading materials in the dialect may contribute to

the reading skill deficit (Baréxtz and Shuy, 1969).

21
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Deutsch (1964) points out that the disadvantaged recader may
have difficulty in handling abstract symbols, in maintaining thought
sequences verbally, in inte;'p1-eting what he experiences, and in
communicating what he feels. In additi;)n, he is likely to have any
or a combination of visual and auditory difficulties (Deutsch, 1965;
Wepman, 1960), a restricted attention span, (Deutsch, 1963), a
low self-concept and to be less highly motivated (Ausubel, 1963).

One factor which has been pointed out as related to reading
problems rooted in the home is low socio-economic status (Hill
and Giommatteo, 1963). Sexton (1961) points out that academic
achievement is directly related to the socioeconomic status of the

majority of children attending a particular school.

Parental attitudes and behavior may be more significant than

tﬁe parents' education, income, or race (Dave, 1963).
Other studies repeatedly show that parental attitudes and

behavior influence the intellectual and emotional development of

children.

Most disadvantaged children (with the possible excep-
tion of those in rural areas) spend less time in direct
interaction with their parents than middle class children
do. In addition, the parents in deprived homes usually
do not have the skills or the language to effectively

use the time they spend with their children to foster

the language and cognitive development which will

help the children in school. . . . Although parents

of disadvantaged children are increasingly becoming
interested in seeing their children succeed in school,
they do not have the same intellectual and material
resources that middle-class parents have to enable
them to adequately prepare their children for school
experiences (Bloom, Davis, Hess, 1965, p. 69).

Riessman (1962) states that these parental feelings about education

and the school and their views and}values of their own role in this

22
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léarning process are clearly related to the child's motivation and
achievement levels.

Communication in the home is often through gesture and other
nonverbal means (Milner, 1951), while the language is terse, and
limited in its form and structure. Reading matérials--books,
newspapers, "an‘d magazines--are usually limited. All of these
environmental factors can add to the underlying causes of reading
failures. |

Rewszrds and punishment (often physical) arelimmediate
(Kohn, 195‘;’,, Leshan, 1952; Terrel et. al, 1959). Learning to post-
pone gratifica‘tion is as irrelevant to heir way of thinking as learn-
ing for learﬁing's .sake (Gordon, }964). The disadvantaged child
needs immediate feedback,l usually in an extrinsic reward, such
as money, candy, or other tangibles. Long range'goalls are not a
part of his environmental assets (Zigler and Kanzer, 1962).

Research of the 1960's concerning home environment em-
phasizes its impact on the disadvantaged child. The evidence tells
us that there is a correlation between certain home c 'nditions and
poor adjustment in school and its academic experiences (Gordon,
1964).

The Coleman Report (1966) gives evidence that certain socio-
political prbcesses which influence access to 2qual educa.tional
opportunities have had great impact on student's school avhievement
and motivation.

Because of the great concern for the deficit in di'sadvantagefl

youth's background, com;ﬁensatory programs emergéd in the 1960's

91
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to provide experiences and opportunities which hopefuily would
lead to a greater increment in reading abilities. Some of these
programs have shown improved functioning for some 'specific
large groups of children (Gordon and Wilkerson, 1967). To cite
one e'xamplel: A six-week enrichment program, coupled with a
series of ihférmational and supportive conferences with parents,
raised botﬁ t};e in>te11igence a‘nd readir'xg readiness scores of a
group of Tennessee Negro children to national- norms. Such re-
sults are significant (Wilkerson,' 1965).

Eventso, the negative or inéonclusive evidence commonly
yielded by appraisals of the existing compensatory programs
which attempted té compensate for i)ackground experience deficiis
still strongly suggests thaf many of these programs have not thus
far demonstrated the power to check and reverse reading retarda-

tion so prevalent among disadvantaged youth.

Motivational Aspects in Achievement

A new emphasis in recent studies has been placed upon as-
pects of motivation as key factors in academic achievement, Pro-
grams involving parents, teachers, and children, and using a widé
variety of motivational schemes are subjécts of recent studies.

Torrance states that'certain factors contribute to lack of
motivation,. such as continued motivatioﬁ which is derived from
inner stimulatior}. Often disadvantéged yoﬁng people are unable to
see that school leads to something worthwhile, because they are

not givex:x an opportunity to use what they learn.
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Torrance further states that in the rush of the classroom the
student who is not verbally facile and aggressive may have little
chance to communicate or to make discoveries. He also stresses
the importance of permitting disadvantaged students to communi-
cate in patterns familiar to them in order to avoid the tension and
frustration which result from the lack of communication among
cultures (1966).

Teachers are constantly béing urged to improve the motiva'-
tion of disadvantaged students by giving them-an 6pportunity to use
a variety of different kinds of mental ability in learning and achiev-
ing, by recognizing and rewarding a'variety of kinds of excellence,
and by giving leadership responsibilities to the pupil (Goldberg, 1963)

Clark, in discussing the problem of the poor reading achieve-
raent of disadvantaged studeﬁts, rhakes some pertinent recommend-
ations. He suggests that the opportunity to have successful ex-

periences is seen as a vital element in the task of stimulating

~academic achievement in disadva:nta'ged children. A child who is

expected to fail will almost always fail, and thereby reinforce his
se.nse' of inferiority. A-chiid who is expected to learn and who is
taught and required to learn, will learn; and his experiences of -
success will increase his sense of worth (1963).

Rosenthal and Jacobson (19.68), ‘although cerfain aspects of
their rescarch have been subject to criticism, ha‘ve point_ed out
that teacher ekpectations do change the direction of students'
academic achievement. Soares (1969) also points out the relation-
ship between one's expectations of an individual and that individual's

sclf-concept.

e A mnn




Y o T AP G T, g N = e T T

Steward and Warnath state that:

Given adequate ability, prediction of achievement
would depend largely on factors of a motivational
nature. High achievement in any activity in-
volves sustained goal-oriented behavior aroused

in response to classes of incentives, the attain-

ment of which depends on good performance
(1965, p. 208).

Clarl% (1963) states that there is evidence that high intellec-
tual potentiai exists in a large perceﬁtage of individuals from lower
class status groups. He suggests that systema(tic educational pro-
grams be dgsig;'ied to prow)ide remedial services and guidance to
corapensate for past educational deprivation. Such projects would
include tutoring programs and aspects of motivation which are
now getting wider atteﬁtion among psychologis'ts and educators. lIn
such programs #n individual will e#'ert effort tc_; achieve based on

his expectations of success. A low estimate of chances to obtain

goals or succeed at = task is usually accompanied by avoidance of

achievement-related tasks. Students from low socioeconomic
status and disadvantaged backgrounds often believe that the possi-
bility of success is remote. They have been discouraged by lack
of success at home and school. Recently, some tutoring programs
have noted successes--tutoring may be defined as individual in-
struction in a one-to-one relationéhip--as such, it partakes of
teaching and certain aspects of coﬁné,eling and leader ship. guidance.

At the present time there are few em‘pirical sfudies of the
effects of tuforing; however, there are a number of descripfions
of tutoririg projects and a proliferation of opinions expres sed

regarding the various attributes and results of such projects.
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Some of the claimed, but not necessarily measured, positive
results of tutoring situations, may be enumerated as follows:

1. Helped to spot emotional disturbance shortly after
inception.

. Spotted behavior problems early..

2

3. Prevented further educational retardation.

4. Reduced incidence of academic or scholastic failure.
. )

.  Raised the achievement scores of some pupils
(Cloward, 1966). '

6. Reduced failure in high school.
7. Reduced drop-out rates.

8. Improved classroom behavior. (Lansdown, 1952;
Caditz, 1963; Horst, 1933; Horst, 1940).

Wayne (1956), in an interesting article attempting to answer
the elliptical qugstion of who benefits more, the tutor, or the tutee,
makes the following generalization;

Students can sometimes get across to another student

in fifteen minutes certain ideas and concepts that the

instructor failed to get across in a full hour of class-
room instruction (p. 330). ‘

‘Carmichael and Turney (1959) suggest that tutoring gives
other positive results. These include:
1, that individual tutoring appears to lend itself more
easily to uncovering values in the pupil and in the

subject matter more than the classroom instruc-
tion situation.

2. that the individual tutoring situation appears to
be able to motivate pupils more than the class-

room situation (p101).
Ries}szfnan suggests the positive aspects of the tutor - tutee
relationship in his ""helper-therapy principle'* (1965). He recom-

mends such an approach as viable in working with disadvantaged

y 1
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youth based on the premise that people who have t'he same problem
in a similar form provide "therapy" .to each other. Outstanding
social models of this concept can be seen in groupé such as Alco-
holics Anonymous; Recovery, Inc.; and.Syna.non (drug addicts).
Riessman bélieves that the work of indigenocus baraprofessionals,
such as youth workers, employs the principle of ""helping self
through helping others". He also believes the heiper principle to
be especially useful in low-income treatment projects because

(1) it circumvents the special interclass role distance that arises
from the middle class oriented helper being at odds with the low
income background client's expectations and style and (2) it may
be a principle which is especially atltuned’tol the c'o-0perative trends
in lower socioeconomic grou;;s and cultures. He further suggests
that the helper érinciple has great potential in schools. There is
evidence that peers in the same age level and baékground learn |
from each other in wayé that are different from schooi expectations.
Helpers from the same backgroupd can often find the right idiom,
the right example, and in generai, serve as an effective communi-
cator in their own language. He views the development of leader-
ship through ieading, anc“.llearning through teaching as highly im-
portant mechanisms for behavior modification (196.%).

Cloward's (1966) imaginative study of the tutor-tutee rela-
tionship produced promising résults'.. Predominantly Negro and
Pue.rto Ric%rﬁ fourth and fifth graders who were reading below grade
level were tutored for L;:'everal months by paid voluntcer potential

dropouts, It was found that children who received four hours of

28
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tﬁtoring per week gained six months of growth in reading compe-
tence during a five-month period, as compared with an avefage
gain of 3.5 months on the part of the matched controls who were
not tutored. - The effectivéness of the tutoring, which occurred |
at the neighborhood center after regular school hours, was not
influenced by whether the children were receiving special remedial
instruction in readiné as part of the regular school program. One
of the most starFling outcomes of the ‘prOgram was its impact on
the tutors themselves. Not only did they help their pupils to read
better, but they themselves showed marked gains in their own
reading proficiency. Ina seven-month period the tutors showed a
] | mean growth in reading skills of 3. 4 years as compared with 1.7
years for the controls.

Cloward states:

Among social workers and educators, there isa

growing belief that important contributions to the

educational development of culturally disadvantaged

children can be made by other young people whose

life experiences provide a basis for empathy with

the population being served (1966, p. 14).

It seems that with the reported results from the Cloward
study (1966) attention was shifted from the anticipation of the
benefits that have been reported for the tutee to more careful

analyses of the benefits to the tutor.

In more recent tutoring projects, positive v‘alues, results,
and growth factors have developed in tutors as a consequence of
F the tutor’mé leadership. experience. | |
Projects which have reported positive results in one form or

another include Mobilization for Youth's Tutorial Project; Project

:."»';f,', 29




HELP (Homework, Extra Instruction, Library S.cfvices, and
Project Assistance); Project T. O. L. D. (Tutors of Language
Disorders); Youth-Tutoring-Youth programs (YTYV);.Project Up-
ward Bound as well as many others. | |

Thelen (1969) points out that some of the novel elements of a

" tutor-tutee relationship include (1) meeting individual differences;
(2) combating prejudice; (3) improving reading grades, and (4) con-
tributing toward motivation.

Except for. Cloward's research, and a few others in progress,
the results of tutoring projects have usualfy emhodied opinions |
which were not supported by careful observation or measurement.

. Many of them weré not based on stat‘i.stical éﬁalyse s; rather they
were subjective evaluations. ' |

For the m'iddle class white majority, global academic achieve-
ment tends to receive high priority in the séhool setting. The black
student achieves in schéol, but his achievement motivé may be more
oriented to specific task achlevement. Baratz and Baratz (1970)
have suggested the black student does not benefit from the standard
educational environment and that his motivational patterns may
differ for the

. . . schools fail to use the child's distinct cultural

patterns as the vehicle for teaching new skills and

additional cultural styles. . . (p. 39).

In the tutoring situation should only the motive to do academic
work be co?smered as the motive to achieve? Does this global

achievemcent motive apply to the kind, of ach1cvement we ought to

look at when we consider the underachieving studcnt? Or should
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we set aside this global achievement motive concept and rather
consider a task-specific achievement motive?

A task-specific concept of the motive to achieve is
not dependent on the dominant value of a white
majority or of a black minority. A global concept
of the motive to achieve reflects the majority
viewpoint and ignores not only cultural differences
but intra-individual differences (Mahan, 1970, p. 3).

In considering this problem of academic motivation, Katz
(1967) speculates where the major sources of class and cultural
differences in learning willingness are to be found when he states:

I think the crux of the matter is the differential cap-

ability of children from different social backgrounds

for vigorous and sustained effort on tasks that are

not consistently interesting and-attractive and which

offer no immediate extrinsic payoff. . . . In this

view, effective scholastic motivation is largely re-

ducible to self-control--an outcome of a socialization

process involving the internalization of standards of

excellence and of affect-mediating evaluative responses

to one's own performance (Katz, 1967, p. 140).

In considering McClelland-Atkinson's view, the need to
achieve is an acquired, relatively stable, and gene;al feature of
personality that impels individuals to strive for success whenever

their performance at a task can be evaluvzied against a standard

of excellence.

Katz (1967) theorized that this global achievement motive
cannot be applied very profitably to the problem of black under-
achievement in the classroom.

/

Katz states:

In co:gparing the behavior of individuals from differ-

ent social backgrounds, it may be necessary to

abandon entirely the concept of a single global

achievement motive infavor of a notion of many

relatively independernt achievement motives that are
specific toparticular areas of competition (1967, p. 144).




At this point Katz addresses himself to covert self-regulatory
behaviors which are postulate'd in the McClelland-Atkinson defini-
tion of achievement motive. He theorizes that standard-setting and
affect-mediating self-evaluation constitute the core processes
underlying the will to perform well in the classroorr; and elsewhere.

' Using Katz ! theorized model concerning these self—reguiatory
behaviors, Eiszler (1969) sought to determine if there existed sig-
nificant relationships between achievement in the classréom and
these core processes. The results of his investigation showed that
underachieving students seem to self-establish standards which are
unrealistically high when compared to their actuél performance on
specific tasks. Eiszle‘r's reseafch lsug'gests that there appears to
be a significant relationshilp between classroom achievement and
the frequency oi: self—administeréd positive and negative evaluations
dur'ing the perférmance of specii’ic. cognitive tasks. |

Mahan (1970) found similar results when comparing high
achieving white boys and low a;chieving white boys. Her results are
- as follows: . . . that -hiéh achie;ing white boys set performance
standards more congruent with actual performance on cognitive
tasks than did low achieving white boys, w’hén socioeconomic
status and school anxiety were held constant and high achieving
white boys self-administered more .positive evaluations and fewer
negative evaluations than low achieving white boys during the per-

" formance of a cognitive task (p. iv).
Eiszler and Kafz. both made the assumption that covert self-

regulatory behaviors were inferred in the Atkinson-Litwin (1960)
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. theory of achievement motivation. This theory of achievement

motivation is related to Rotter's social learning theory in which the

two variables of expectancy and reinforcement, operating simul -

taneously, are determinants of behavior potential.

The theoretical rationale of the current study, based on
Rotter's Sccial Learning Theory, . together with the derived theo-
retical hypotheses, are given in the following chapter with a direct

relationship to the literature presented in this present chapter.

‘
-Summary

In this chapter selected descriptive and empirical studies,
from the areas of reading disability. and motivation were reviewed.
Several studies were cited which were directly related to the de-
velopment of a theory of social learning and to the.theory of self-
regulation of achievement behavior.

In th: framework of this literature, chapter three presents
the social learning theory rationale upon which thi.;, study is based

and the derived theoretical hypotheses.

~
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CHAPTER THREE

THEORETICAL RATIONALE AND HYPOTHESES

The itheo:'r.etical rationale for the current study is based on a
social learning theory presented by Rotter (1954). This theory may
be describéd as a molar behaviér theory. It uses constructs of
-expectancy -and .reinforcement but does not utilize any concept of
drive reduction. The basic formula for behavior employs three

constructs. The first of these is behavior potential, which is the

potentiality of any behavior occurring in any given situation or
situations as calculated in relation to any singl¢ reinforcement or -

set of reinforcements. Expectancy, the second, is defined as the

probability held by the individual that a particular reinforcement
will occur as a function of a specific behavior on his part in a spe-

cific situation or situations. Expectancy is independent of the value

or importance of the reinforcement. Reinforcement value, the
third.basic construct, is defined as the degree of preference for
any reinforcement to occur if the possibilities of occurrence of
this and other reinforcements are equal (Rotter, 1955).

In his theory, Rotter, therefore, stresses the fact that
major or basic modds of hehavior are learned in social situations
and are inextri.cably fused with needs which require the mediation

of other persons for their satisfaction.

21
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These pezjson-needs are either learned or acquired. Early
ﬁcquired needs or goals in humans (which plé.y a great role in de-
termining later goals) appear as the result of satisfactions and
frqstrations‘ which, for the most part, are entirely controlled by
other people. The. goals that arise are then naturally oriented
foward relationships with other people.

Rotter (1955) states that the behavior potential is very much
a function of the situation and that the psychofogical situation is
one of the impoz.'tant determinants for behavior. H.is theoretical
formula for behavior in which he employs related constructs is

shown as follows;

R = f(E p o &R.V. )

B. P,
X 8) Ry ' a, "1 l,s1

This formula may be read as follows:

The potential for behavmr x to occur in situation 1

in relation to reinforcement a is a function of the
expectancy of the occurrence of reinforcement a
following behavior x in situation 1, and the value

of reinforcement a 'in situation l—(Rotter, 1955, p. 255).

It can be noted in this formula that the psychological situation
or s plays a role in predicting to a large extent the motivated or
directional b.ehaviox.- of a human being. |

Rotter continues,

However, the specific way in which the measures
are involved is through the influence of the situation
on the expcctanc1es of the individual. What the
S1tuat1on provides is cues which are related through
prcv;ous cxperience to expecancies for behavior-
reinforcement sequences. Perhaps stated more
simply, what the situation provides is cues which
tell the individual what behaviors he may expect
will be followed by what reinforcements. Such
expectancies are, of course, quantifiable on a scale

] l '
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fromn zero to one hundred. The potentiality of
any behavior occurring in any situation, then,

: since it is determined by expcctancy, is in turn
¢ determined by the situation (Rotter, 1955, p. 255).

In order to see how a situation affects the value or preference
value of a reinforcement, we need to examine Rotter's theoretical

formula for the value of a reinforcement. This is given below:

&R-V. (1), ;) )

The value of reinforcement a in situation 1 is a function
of the expectancies that this reinforcement will lead to
the subsequent reinforcements b to n in situation 1. In
other words, reinforcements do not occur entirely
independently of one another and the occurrence of one
reinforcement may have expected consequences for
future reinforcements. This expectancy is referred

to as E_ and it too may be tied to a particular situation
(Rotter,” 1955, p. 256).

Besides Rotter's (1954) basic equation in his Social Learning
Theory, other approaches which reiate to the a;xalysis of behavior
ina choicé situation where a decision is made between alternatives
having different subjective probabilities (expectancy) include:

a) Lewin, Dembo, Festinger and Sears (1944); in analysis of level

of aspiration behavior; b) Tolman's (1955) discussion of the prin-
ciples of performance; c) Edward's (1954b, 1955) discussion of the
SEU model from decision theory and d) Atkinson's (1957) risk-

taking model.

The remarkable fact about all five of these approaches
is their similarity with respect to concepts employed
and equations advanced (Atkinson and Feather, 1966,
p. 31).

36
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TABLE 1

CONCEPTS IN FIVE THEORETICAL STATEMENTS RELATED TO
THE VARIABLES: SUBJECTIVE PROBABILITY, ATTAINMENT
ATTRACTIVENESS, AND CHOICE
POTENTIAL
(Atkinson and Feather, 1966, p. 36)

Theorists Concepts . Resultant

Lewin, etal Subjective Probability x Force (weighted
valence valence)

Tolman Expectation, need-push, Performance vector

' ‘valence : -

Edwards Subjective probability x SEU
utility

Atkinson Expectancy x (motive x Resultant motivation
incentive value)

Rotterxr Ex.pectancy and rein- Behavior potential

forcement value

In this class of similar theories of motivation, Rotter's
(1954) theory forms the basic rationale or model for this study.
Ideas from Atkinson (1966) lend considerable depth to the basic

rationale.
13
!

Rotter indicates that the emphasis in his social learﬁing
theory ". . . is on performance, on tht;, selection of alternative
behaviors, rather than on the acquisition of responses or on early
conditioning of physiological reflex behavior. " (1954, pp. 80-81).

Rotter's variables of expectancy and reinforcement value are

similar to two of Atkinson's variables, expectancy and incentive as

situational determinants. Motive, Atkinson's third variable is

conceived as,




a disposition to strive for a certain kind of satis-

faction in the attainment of a certain class of in-

centives.- The names given motives-~-~-such as

achievement, power---are really names of classes

of incentives which produce essentially the same

kind of experience of satisfaction: pride in accom-

plishment, or the sense of belonging and being

warmly received by others, or the feeling of

being in control and influential (Atkinson, 1958).

These satisfactions, as presented by Atkinson (1958) seem to
correspond to the person-needs stressed by Rotter which he states
are learned or acquired through the mediation of other persons--
basically in social situations. The behavior potential, then, is a
function of the situation.

Concerning achievement motivation, Atkinson states:

that given a constrained achievement situation in which

the subjects have a higher avoidance tendency than

achievement motive, one must produce a task in which

the subjects have a high probability of success and a

very low probability of failure (Atkinson, 1964, p.241).

McClelland (1961) and Atkinson (1964) have theorized that
the above condition holds true for people in general ‘'who have a
higher avoidance tendency than achievement tendency.

Supported by McClelland (1961) and Atkinson's (1964) ideas,
Irwin Katz (1967) theorized what he conceives are two determinants

of need for achievement in black males: These two determinants

(standard-setting and affect-mediating self-evaluation) of need for

achievement in academic pursuits were derived from the definition
of need for achievement (Atkinson, 1964) who states that,

the need to achieve (ach) is an acquired, relatively
stable, and general feature of the personality that
impels individuals to strive for success whenever

' their pcrformance at a task can be evaluated
against a standard of excellence (Atkinson, 1964, p:241).

. a8
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-Katz (1967 states that what Atkinson (1964) has alluded to as

"a capacity for taking pride in achievement'' can be re-
garded as a socially-learned mechanism whereby

(a) the individual reinforces his own achievement
efforts through affect-mediating self-evaluation,based
upon,(b) comparison of his performance with autono-
mous standards of excellence,

Presumably, (a) and (b) are internalized behaviors,
acquired through experiences of social reinforcements
and exposure to appropriate models,that enable a per-
son to maintain certain activities--such as homework--
(or tutoring)--in the absence surveillance and immedi-
ate extrinsic reward (Katz, 1967, p. 147).

Consequently, Katz (1967) speculates that the core processes

underlying the will to perform well in the classroom and elsewhere

are standard-setting and affect-mediating self-evaluation. Stand-

ard-setting can be defined as the levels of achievement to which

one strives; affect-mediating self-evaluation refers to a capacity

of the individual to derive satisfaction from his achievements
while making a judgment about himself,

Katz (1967), having designed an experiment for measuring
these constructs, found that for lc;w achieving black males, the low
achievers had low affect-mediation or few internal mechanisms
whereby they could obtain satisfaction from their work and achieve-
ments. Low achievers reclative to high achievers reported lower
self-evaluation; and low male achievers were found to have higher
standard-setting than their higher achieving peers,

Eiszler (1969), in his research based on the rationale of

Katz (1967), also found.similar results., High achieving boys self-

administered more positive self -evalt;ations and fewer negative
self-evaluations than low achieving males during the performance

of cognitive tasks. In standard-sc'tt'igngiszlcr (1969) found that
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low 'achieving boys (as well as girls) set standards which are
higher than their actual performance, --averaged over eight trials
of cognitive tasks. Going one step further, he found that both high
and low achieving boys decrease their standards after trials of
increasing difficulty. Eiszler's (1969) research suggests support

for
A theory of academic motivation which may be re-

lated on one hand to educational practices and tech-

niques and on the other hand to the persistence and

quality of achievement behavior in the absence of

external reward or reinforcement (1969, p. iv).

Kamii (1965) and Hess et al (1965), in their research, address
themselves to the problem of expectancy. In child rearing prac-
tices lower class black parents in general have little social interest
in the academic work of their children and offer li;tle guidance to-
ward success in that work. These child-rearing characteristics
are combined with exceséive punitiveness used by parents. Black
parents of lower socioeconomic background also tend to set ex-
cessive unreachable goals for their children without giving them the
mechanisms or behavior whereby they can achieve these go#ls
(Katz, 1967). However, Bell (1965) and Keller (1964) indicate that
lower class black parents do indeed have educational .aspirations
for their children, but these goals are widely discrepant from the
amount of effort the parents actually devote to their children's
educational needs.

Katz (1967) scems to assume that the level of aspiration of

the par.nts is communicated to the child in the form of expcctations

which he is expected to fulfill. Thus, the child internalizes an

unrcalistic and generalized standard of behavior.

40
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Reinforcement, therefore, becomes a critical factor. Re-
search done by bouvan (1956) and extended by Zigler and Kanzer
(1962)-suggests that there exists a hierarchy of desired rewards
for students, with material rewards at one end of the scale, ex-
tending finally to the internalized reward of the satisfaction derived
fro'm the feeling of having accomplished a "well-done" job. Katz
(1967), postulates that male black underachievers are functioning

at the earliest primary reinforcing level. Eiszler (1969) suggests

otherwise, when he gives support for a theory of academic achieve-

ment which may be related '". . . to the persistence and yuality
of achievement behavior in the absence of external reward or
reinforcement" (1969, p. iv).

For pdrposes of this study, based on Ro.tter'.s rationale, with
supporting and/or extended ideas from Atkinson, Katz, and Eiszler,
this investigator, acting to some extent as an adult model, set con-
sistent, realistic goals, was less punitive than lower-class black
parents, took keen interest in the goals of the tutors and the goals
which they set for their tutees, and encouraged a'’helper-pal"
academic setting in tutor-tutee relationships, rather than the tra-
ditional structured remedial setting for.underachievers in reading.
Thé psychological situation, then, was such that the tutor, as well
as the tutce, had a high probability of. success and a low probability
of failure. Reinforcement of whatcver necessary type was ad-
ministered so that both primary and secondary reinforcement were

given.
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Given a psychological situation, in this study--tutoring--in
which the above characteristics prevailed with adequate and effec-
tive reinforcement or external reward provided, the following

hypotheses were developed:

Hypotheses

Hypothesis One

Younger (primary-grade) underachieving black males who

are tutored by clder (intermediategrade) under-achieving

black males will show greater increase in reading achieve-

ment than younger underachieving black males who have

remained in the classroom situation.

This hypothesis is derived direc'ly from Rotter's Social
Learning Theory. The perceived potential behavior c()r.xsists of
reading achievement. This behavior was to be achieved as a
function of the tutor-tutee relationship or psychological situation.
Anticipated outcomes were that the students would a.chieve this
behavior in order to obtain rewards or reinforcements of one kind
or another for the particular appropriate behavior.” Given an adult
model, togecther with expectancy of success and reinforcement pro-
vided (expectancy is independcht of the value or ir;'xportance of the

reinforcement), reading achievement would be attained.
/
{

Hypothesis Two

Underachieving black males will improve more in recading

achievement through tutoring and accepting responsibility
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for younger pupils than underachieving black males who

remained in the classroom situation.

The situational determinants of Rotter's theory (expectancy
and reinforcement value) also prevail in this hypothesis. The
psychological situation (in this study, tutoring-leadership) was pro-
vided. The perceived potential behavior in this hypothesis is read-

ing achievement. The social setting is paramount.

Hypothesis Three

For underachieving black males who tutored and accepted

responsibility for younger underachieving black males, their

average self-established standard over a series of cognitive

tasks will be lower and more realistic than their pecr group

of underachieving black males who have not tutored younger

underachieving black males.

Given a situation (tutoring) or the tutor-tutee relationship, in
which both the tutor and tutee are underachievers in reading, the
investigator used Rotter's rationale as the springboard to hypothe-
size that the perceived potential behavior of the tutors in this situa-
tion would be setting more realistic standards for themselves
(standard-setting). The construct of standard-setting is derived
from Katz' (1967) rationale, and the hypothesis was formulated
from ideas lfrom Katz' (1967) angd Eiszlex's research in this spe-

¢
/

o« po “
cific area.
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Hypothesis Four

. Underachieving black males who tutored and accepted re-

sponsibility for younger black males would take less time to

administer self-evaluations during the performance of cog-

nitive tasks than their peer group of underachieving black

males who have not had the tutoring-leadership experience

| with ydunger underachieving black males.

The fo.rmulation of this hypothesis developed from the fact
i that if the stude;mt tut.ors set more realistic standards, with this
increased confidence in reaching a goal, these same student-
tutors would be able to determine and administer self-evaluations
on the cognitive tasks more quickly than a matched peer who con-

tinued to set high unrealistic standards.

Hypothesis Five

Underachieving black males who have tutored and accepted

responsibility for younger underachieving black males will

more frequently administer positive self-evaluations during

the performance of a series of cognitive tasks than their

peer _group of underachieving black males who have not had

. the tutoring-leadership experience with younger under-

achieving black males.

With more realistic standards set, the investigator specu-

lated that the tutor would be able to evaluate himself and his work

in a more positive direction than a matchecd peer who had not

participated in the tutoring-leadership experience.
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Summary

In this chapter a theoretical rationale based on Rotter's (1954)
Social Learning Theory was presented as the basis for this .investi—
gation. The basic formula for behavior employing the three con-
structs, behavior potential, expelctancy, and reinforcement value
was discussed. Other theoretical statements were briefly des-
cribed to note high similarity with respect to these concepts elm—
ployed and the equations advanced by other theorists of motivation.
Atkinson's rationale lent itseif favorably to the basic rationalée for
this study. Supported by these concepts, several researchers,
including Katz (1967), Eiszler (1969) and the investigator of this
study pursued, .in different settings, two determinants of need for

achievement (standard-setting and affect-mediating self-evaluation)

in black males. A tutor-tutee selationship was projected as the
psychological situation. In this situation the constructs of ex-
pectancy of success and built-in reinforcement value, operating
simultaneously, were to bring at;out the potential behavior, namely,
reading achievement, setting more realistic standards (standard-
setting) z .d attaining an internal self-satisfaction for accomplishied

task (affect-mediating self-evaluation), From this rationale, five

hypotheses were formulated for this study.
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CHAP1L1ER FOUR

RESEARCH DESIGN AND PROCEDURE

This.chapter includes three sections--a description of the
sample of pupils used in the study, a description of the instruments

used, and an account of procedures used to collect data.

The Sample

In Fall, 1969, a total population of 1244 third, fourth, fifth
and sixth grade pupils from forty-nine classrooms of six large
inner-city elementary schools iocated in the school system of a
midwestern metropolitan area were screened in reading achieve-
ment in this study. Of this original number (1244), six hundred-
geven were females, screened for the purpose of complete class
records, convenience of the testing situation, and for the psycho-
logical aspect of a ""normal' male-female classroom atmosphere.

However, since the subjects of the study were black male Ameri-

cans, males of other races were eliminated from further consid-

eration, as well as all females screened.

Three hundred sixty-three or 57 per cent of the male popu-
lation screencd were children of a single minority group back-
ground--Black Americans. In addition, these particular students :

tended to be of lower sociocconomic status. Approximately threc-

.»

bl

fourths of this group were also underachieving in reading.
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Selection of Tutees

The "tutee''-subjects were forty-onc students and their
ma tched controls from the third grade classroom of six schools
on E.S.E. A. Title 1 in an inner city midwestern school district.
Potential tutees were selected on the basis of the Harris (1961)
expectancy formula. Any student who was eight years old, or
older, in the third grade, and whose reading achievement in
comprchension was six montims or mére below grade level qualified
as a potential tm;tee. These potential tutees were then matched
with one another on the variables of non-verba! IQ, their standard
scores in reading comprehension, chronological age, socio-
economic status, the same school, same grade, and same teacher.
Two variables remained constant with the tutees ana controls.
These variables were race and sex. Random selection of the
tutee and the matched control was then mude. The following fig-
ures illustrate the tutees and their controls on the variables of
non-verbal IQ, chronological age, standard score in reading com-
prehension, grade equivalent score in reading comprehension

achievement, and socioeconomic status.

r~
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From these figures one can note that the tutees and their
controls ranged from eight years to ten years of age; their standard
scores in reading comprehension were all below average (50);
grade equivalent scores in reading comprehension had a range of

1.0 to 2. 9; and the prestige scale scores show the socioeconomic

status to be at the lower end of the scale.




Selection of Tutors

i
)
¥

The "lutor"' subjects were forty-onc students and their
matched controls who came from the fourth, ﬂkth, and sixth grade
classrooms of the same six schools from which the '"tutee'" subjects
and their controls were drawn. Potential tutors were selected on
the basis of the largest negative discrepancy between grade level
standard scores in reading comprehension in relation to non-verbal
mental ability. These potential tutors were then matched with one
another on the variables of non-verbal IQ, recading achievement,
chronological age, socioeconomic status, same schcol, same grade,
and same tcacher. Two variables remained constant, namely,
race and sex. Kandom selection of the tutor and the control was
then made. The following figures illustrate the tutors and their

controls on these specific variables as listed above.
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From these figures one can note that the tutors and their con-
trols range in non-verbal IQ scores from 63 to 117; their chrono-
logical ages extended from eight years to thirteen years; their
standard scores in reading comprehension were all below average
(50); grade equivalent scores in reading had a range of first grade
to beginning fifth grade achievement (below 2.0 to 5.0); and the

| : socioeconomic status index was at the lower end of the scale.
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Data Gathe riLg Instruments

The following tests and measuring instruments were used

in this study.

l.

For the tutees and their controls: .

2)

b)

d)

Gates-MacGinitie Reading Test, Primary C, Form 1, was

administered as pre-test to all the third grade students.
Only the randomly selected tutees and their matched con-
trols were post tested with this same instrument.

Lorge-Thorndike Intelligence Test, Non-Verbal Battery,

(1964, Muilti-Level Edition, Level A) which was standard-
ized on a similar and even larger population sample than

the Gates-MacGinitie Reading 1 ests was administered to

the third grade population.

School records were used to determine chronological age,
name of the student, number of years in school, and the
occupation of the fatle r or head of the family.

The Prestige Scale, (Prestige and the Theory of Occupa-

tional Stratification by~R. W. Hodge and P. M. Siegel)
was used to determine the socioeconomic status of the
family from which the tutee and his matched control

came.

For the tutorc and their controls:

a)

Gates-MacGinitie Reading Test, Sutvey D, Form 1, was

administered as the pre-test to the fourth, fifth, and

. sixth grade student populations. This same test was

alsc administered as post-test to the randomly selected.

~
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tutors and their controls.

Lorge-Thorndike Intelligence Test, Non-Verbal Battery

(1964 Multi-Level Edition), which was standardized on a
similar and even larger population sample than the

Gates-MacGinitie Reading Tests was administered to the

fourth, fifth and sixth grade populations. (Level B,

~Grade 4; Level C, Grade 5; Level D, Grade 6).

School records were used to determine chronological age,
name of student, number of years in school, and occupa-
tion of father or head of the family.

The Prestige Scale (Prestige and the Theory of Occupa-

tional Stratification by R. W. Hodge and Paul M. Siegel) '1
was used to determine the socioeconomic status of the
family from which the tutor and hisv matéhed control came.
Section III of the Cleveland Student Questionnaire was

used to decide whether two determinants, (standard-

setting and affect-mediating self-evaluaﬁon) for

Y A

academic achievement as operationalized by Katz (1967)
and further researched by others (Eiszler, 1969; Mahan,
197.0) changed as a result of the tutoring-leadership ex-
perience. This instrument was used for:both pre-and
post testing.

/

/
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Validity of the Gates-MacGinitie Reading Test,

The Gates-MacGinitie Reading Test meets the criterion of

validity quite satisfactorily, For example, the comprehension sub-
test is made up of highly selected items ‘of increasing difficulty in
the progressi'on of passages, which "on the face of it" seem to
measure the student's ability to understand the content of the printed
passages.

In the selection of the items,

each item was tried out by approximately 800
pupils in each of the grade levels, for which

the item was intended, and also by approximately
750 pupils at adjacent grade levels.

The pupil's responses'to each of the items
were tabulated and difficulty and discrimination
indices were computed for each item within each
grade. Both the difficulty indices (which were 's
based on all pupils in a particular grade) and the
discrimination indices (which were based on the
upper and lower 27% of the pupils in a grade were
corrected for chance success (Technical Manual,

p. 2)

!
Because of the recency of this test, little has been reported E
|

on the criterion validity; however, in the standardization of the test,

correlations between the Gates-MacGinitie Reading subtest scores

(Vocabulary, Comprehension) and the Lorge-Thorndike Verbal IQ

(1964, Multi-Level Editior) are, in general, quite high, Correlations
ranging from . 60 through . 85 with the large majority of correlations

at . 74 and better are given in the manuals " : ' 4

Reliability o% the Gates -MacGinitie Reading Test
A reliability coefficient is an index of the accuracy of the

score obtained on a test. In general, the recliability cocfficients

n9
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obtained from the Gates-MacGinitie Reading Test (as reported in

the Technical Manual, Table 3, p. 8) are reasonably high. The
alternate forms' reliability coefficient which takes into account
varia.tioﬁs in a pupil's performance from one day to another and
variations in the contenf of the t,ést from one form to another‘range
between . 67 thfough . 87 with th":e vast majority at . 80 and better.
This is a bet'tef estimate of thé reliability of a test than is the fre-
quently-used split-haif procedure which simply in;licates the degree
to which performance of one-half of a test duplicates the performance
of the other half during the same test period. The reported majority
of the split-half coefficients for the various subtests were . 90 and
better.
One of the important contributing factors to the very' high

intra-form. seliabilities is the following:

On thé basis of item analysis, only the most

effective items were retained for use in the final

forms of the test. The alternate iorms of each

test were then constructed to provide an item-by-

item balance in difficulty and a roughly similar
distribution of content (T echnical Manual, p. 2).

Validity of the Lorge-Thorndike Intelligence Test, 1964, Multi-Level

Edition,

Primarily because of the r.ecenc'y (1965) of the t ests, .therc
are few data on the predictive and concurrent validity of this edition.
Nevertheless, the authors, in their manual (,p. 37) report that the

Verbal battery of the Separate Level Edition (1954) of the Lorge-

‘Thorndike ‘Intelligence Tests correlates quite highly with three

other well-known group tests of intelligence (. 77, .79, . 84).

€0
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Unfortunately, the names of these three group tests have not been
stated by the authors, The non-verbal battery correlates somewhat
lower with the same three tests (. 65, .71, . 74).

The authors reason that since the Multi-Level Edition, 1964

appears to have higher reliability than the original Separate Level

Edition, the correlations between the Multi-Level Edition and the

other, older tests of intelligence, should be at least as high as those

reported for the Separate Level Edition, 1954,
| In generai, the Multi-Level Edition seems to have quite

adequate validity in regard to face validity and construct validity.
The items require a pupil to make responses v’v'hich one would call
"intelligent'". The items were selected so that for the most part,
they would deal with symbolic relationships. ?

In answering most of the items, the authors indicate that ''a , |

- pupil is required to discover a principle and then apply it" (Manual,

Lorge-Thorndike Intelligence Test, 1964, Multi-Level Edition),

Complete data on reliability of the Multi-Level Edition (1964)
have not been reported as yet. However, the authors indicate that
"preliminary data on equivalent-halves reliability indicate that the
i reliability of the 1964 edition is somewhat higher than the previous
i (1954) Separate Level Edition for 'comparable grades'' (Manual,

p. 7).

As reported in the fifth edition of Buros' Mental Measurement

Yearbook (5:350) in regard to the 1954 edition, the odd-even relia-

AP et - e e v e e e e

bilities are very high (.88 to . 94). In addition, alternate forms cor-

relate rather well (. 76 to . 90) at all levels, but the Verbal scales for |
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levels 3, 4, and 5 yield the highest coefficients, namely: . 90, . 86,

. 86.

Validity of the Cleveland Student Questionnaire

The Cleveland Student Questionnaire was used to measure

change in the testing of the two constructs, standard-setting and

affect-mediating sel’-evaluation,

This questionnaire was developed by Dr. Charles Eiszler,
who used this instrument in his recent research and dissertation
(1969). Only section III of this questionnaire was used in this study
as it is the only aspect relevant for this particular piece of research.

Regarding validity, the test has both construct and face.
validity, Katz (1967) has spent much time developing and testing the

two constructs of standard-setting and affect-mediating self-evalua-

. tion with black children. Katz' two constructs evolved from the
work of Atkinson and McClelland's theory d achievement motivation.
- (1966).

In considering face validity, Section III of the Cleveland

Student Questionnaire consists of a series of achievement-oriented

tasks requiring the student to uﬁsc ramblé lists of méaningless l‘e'tters
to form'four letter words., It is thought that these i(ixxds of tasks are
analogous to those performed by studénts' in the regular classrooms.
.These kinds of tasks are assumed to receive little extrinsic xfeward
from the teacher upon their completion. Because of these simi-
larities, these tasks present situations for rheasuring different

aspects considered important in academic achievement,
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Reliability of the Cleveland Student Questionnaire

At prescnt, the reliability of this test is unknown. The test
is constructed as a way of measuring f-reQuency of response. Con-
sequently, the lower the reliability the greater the error term;
which, in turn, makes it more difficult to find a significant differ -
ence, when in fact,' a difference may exist., Therefore, one is
biasing the results in finding no difference, statistically, whenl'a

difference may exist.

Procedure

This study was conducted durihg the academic school year of
1969-1970. The first phase consisted of screening or pre-testing the
total population of 1244 student§ from grades three, four, five, and
six of six inner city schools in a midwestern metropolitan school
district. Pre-testing took a little over six weeks, beginning in

October and ending in early December.

Tutors: (PRE-TESTING)
All fourth, fifth, and sixth gra&e students were given the

Gates-MacGinitie Reading Test, Survey D, Form 1. The students of

these same grade levels were also given the Lorge-Thorndike

Inteclligence Test, Non-Verbal Battery (1964, Multi-Level Edition),

From these screening results, under-achieving students were
identified by comparing each student's comprchension achievement
standard score in reading with his non-verbal IQ score from the

Lorge-Thorndike Intelligence Test, In the Gates-MacGinitie
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T echnical Manual., p. 11, Tablell) a critical values table was pre-

sented to locate students who fall below an expected norm. Such
students were described as "underachievers''.

- Tablell gives critical values for determining
-whether Comprehension Test standard scores of
individual pupils differ significantly from those
that would be expected from their Lorge-Thorndike
Intelligence scores. While Tablell 1s based on the
1964 Multi-Level Edition of the Lorge-Thorndike
Intelligence Tests, the table would be appropriate
for any other intelligence test based on a mean of
100, a standard deviation of 16, and with similar
reliability (Technical Manual, p. 5).

Besides the above predictor of "underachievement', classroom
teachers confirmed the findings from the initial screening through
their own observations, class records and a pattern of "under-
é.c_hieving" as recorded in past grades on each student's cumulative

records, Having computed this for each student, the next step in-

" volved the selection of the one hundred lowest ‘achieving black male

students in reading. These one hundred students were then carefully
matched or paired as closely as péssiBle on the variables of non-

verbal IQ, chronological age, reading achievement( reading compre-

~ heusion standard score), socioeconomic status, same grade, same

school, and same teacher. The variables of sex and race remained
constant. One student from each of the pairs was then selected ran-
domly for the experimental group and thus became a- tutor. The
other student became his control. Fifty matched pairs began the
tutoring program. Forty-one matched pairs concluded the program.
Nine pairs were elimina;ed in the final statistics. Six moved away

from the participating schools, two were absent from school too

64
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frequently and one was maladjusted.

Section III of the Cleveland Student Questionnaire was then
administered individually to all one hundred selected étudents, the
experimentals and the controls. This instrument developed by
Eiszler (1969) permitted the assessment of theorized covert self-

regulatory processes -- self -evaluation, affect-mediation and

standard-setting -- du-ring the pupils' performance of a series of
cognitive tasks, 'Tasks were con';posec'i of a discriminable number
of problems such that (1) students could report some quantitative
standard toward which they would strive and (2) the investigator

could make a quantitative estimate of actual performance.

Within these restrictions, this series of verbal tasks allowed

the student to make self-reports of the standards which he set, the
kind of self-evaluation he ma de and the feelings he associated with
his self-evaluations. The task and the procedure for eliciting self-

reports is described in detail below.

The Task
A verbal task which required the student to unscramble ten
four-letter words was used. The following set of scrambled four -

letter words is me of the eight sets used:

dols
/ laoc
[ / | zeis
dere
kepe




telf

hurs

teag

. laer

rwae

In the original instrument, Eiszler (1969) used all capital
letters for the eight sets of ten four-letter words used. This invest-
jgator changed all capital letters to small letters because most, if
not all spelling lessons and other cognitive tasks, are done at the
elementary level in lower case print rather than upper case print.

Students were given the following instructions about the task:

The purpose of this section is to find out how good

you are at unscrambling letters and making words

out of them. On the following pages you will find
some common four-letter words which have been
scrambled by changing the order of the letters.

Your job is to try to make a word out of the’sc rambled
letters and to write the word in the space to the right
of the letters. '

Example;

wtse west

If you find any of the words difficult to unscramble,
skip them and go on to the next word, It is important
to get as many as you can, and you may have time to -
come back to tio se you find difficult. There will be
ten words on each page and you will have one and one-
half minutes for each page. You will be {nstructed
when to stop. Stop working and turn the page
promptly when you are asked to stop. (Eiszler, 1969).

These instruictions were read to the individual student by the
examiner and were also printed on the booklet given to the student.

The series of tasks consisted of eight sets of ten scrambled words
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each and the individual student was permitted one and one-half
minutes to work on cach set. The first six sets were made up of
sixty different scrambled words. The ffnal two sets were made up
of twenty words randomly selected from among the first sixty.

Self-Reports of Standard-Setting and Self-Evaluation.

Prior to each of the eight trials described above, each
student was asked to respond to the following question:

How many words would you have to get right before
you would say that you did a''good job "'?

No expectations or level of standard was implied by the examiner.
Each student was free to set any standard and to change his standards
from trial to trial.

Following each of the eight trials in the series of cognitive
tasks, each student was asked to make an evaluation of his perform-
ance and to indicate his evaluation by responding to the following
question:

How well did you do?"

The student responded to the question by printing or writing or
marking "C >0d", "Poor", or "Undecided"' on the given line. FEach
student had a set of three cards with these words printed on them.

He could use these cards while making his decision. From the time
the question was read by the investigatox to the second when the
student put the point of the pencil down to begin to print or write the
first letter of the word recording his decision, the investigator timed
the student in seconds ;vith a stop-watch. ‘This aspect of timing in

seconds involved the fourth hypothesis of this study.

g7
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The questions which elicited the student's self-reports of the

standard-settting and self-evaluation were placed on pages which

separated the eight sets of verbal problems. Thus,they were required
to set a standard for a task without speéific knowledge about the prob-
lems of the éask. In this situation,however,theyv were able to rely on
their immediately prior performance and self-evaluation on a task
which they knew was similar, The eight sets of verbal problems were
presented in separate sections rather than a booklet of eight sets, It
was presented in this fashion so that the student could work more com-
fortably with three sheets of paper rather thanabooklet of twenty-

four pages.

Format of the 3 -page Set

Page 1: Page 2: Page 3:

Question A: The Task: Question C:
Question B: Question D:
(Standard-setting) (Affect-mediating

self-evaluation)

Briefly said,three separate testing periods involved the experimental

tutors and their matched controls. In the first period,the students

were administered non-verbal intelligence tésts. In the second,the

. students were.administered reading achievement tests. From the
results of these tests,the one hundred lowest achieving black males.
were selected, matched on nine variables, then randomly selected
for the experimental tutor with the matched studen‘t becoming a con-
"trol. Each of these students (experimental and control) was then
individually--'/administered the eight sets of cognitive tasks to

determine the student's self-report of standards, the kind of
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self-evaluation made and the feelings he associated with his self-

evaluatiohs, togéther with the time in seconds which it took the
individual student to determine the self-evaluation.
Tutees: (PRE-TESTING)

All third grade students at the same six schools in the same
school district from which the tutors and their matched controls

were screened, then given the Gates-MacGinitie Reading Test, Pri-

mary C, Form I, to determine the level of their reading comprehen-

sion achievement,

The Gates-MacGinitie Technical Manual did not give the

critical values "cut off point" for identifying underachievers at the
third grade level (as it did for Grades 4-9); therefore, a different
method was used to identify third grade underachievers. The read-
ing expectancy formula (used at the University of Chicago Reading
Clinic [ (1) CA in months x IQ; (2) Product of (1)<12=MA; (3) Sub-

. tract five years from MA=Reading Expectancy Level:l was used tc;
determine the level at which each stud-ent was expected to be reading
at the present time at the primary level in relation to the results of
his non-verbal IQ test and the student's chronological age.

Having computed this for each third grade black male student,

then, the one hundred lowest achieving (in reading).third grade

students were selected as potential tutees. This selection was based

upon the basijc principles of selectio.n for remedial and tutorial
/
reading as outlined by Harris, who states:

A safe rule to follow is to select cases for remedial
teaching or tutoring in which reading is at least a
year below the grade norm, and the difference
between-reading age and mental age is at least
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six months for children in the first three grades,
nine months for children in grades four and five,
and/or ayear for children above the fifth grade.
(Harris, 1961, p. 299)

These one hundred black male students were then paired as
closely as possible on the same nine variables as were the tutors
and their matched controls.

One student from each pair was then randomly selected as
the experimental tutee. The other student became his control.

Experimental tutees were then as signed to the experimental
tutors. The experimental tutor was assigned to the tutor-leadership
role in such a way that his reading performance was at leas! six

months or more ahead of the reading achievement of his assigned

tutee's reading comprehension level.

Tutoring Sessions

The tutoring sessions occurred three days a week (Tuesd,a.);,
Wednesday, and Thursday) for thirty minutes per day during the
regular school day session. The ‘tutoring sessions extended over a
period of twelve weeks or thirty-six days (three day s a week for
twelve weeks); in toto, eighteen hours of tutoring-learning
experiences.

The investigator met with the tutors one day a week for
fifteen minutes for the purpose of acquainting the tutcrs with various
resources at their disposal(reading materials center, bookmobile,
public library, classroom materials), and also lending support and
guidance to the tutors in various aspects of learning as tutors

indicated nced of assistance, in working out behavicr problems
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or situations as they developed,

The tutoring sessions occurrea in various locations; in fact,
any available space in the participating school was used, These
locations included: an unused speech therapy clinic, stage, bleachers
of an auditorium, secluded hallways, gym floor, portable alc oves in
a hall, and a vacated teacher's lounge. All matched controls,
whether tutor-control; or tutee-controls remained in theclassroom
gituation during the experimental tutor-tutee sessions in the above
named locations, |

During the thirty -minute tutoring sessions (three days a
week) each tutor met with his tutee aﬁa gave. instruction in reading
as the tutor had previously plianned. 'Each tutor kept a note-book of
plans he hoped to carry out with "his pupil'. Some tutors took books
home at night to prepare the reading of them for the next day's tutor-
ing session, At times, tutors allowed the tutees to make their own
selections of games, books, filmstrips, or book-record combina-
tions. Some tutors brought varic;us materials (games, comic books,
etc, ) from home, the puint’:*lib’i"a’i'}T;"“of‘frorh their claséroom.
Occasionally futees brought materials from varibus sources and
asked the tutor to use these withthem, No textbooks nor workbooks
were ever used, Fach tutor-tutee pair had a small rug (obtained
gratis from a local carpet company) which the students spontaneous-
ly called their "teaching pad', Some tutors chose notto use the rugs;

S .
they preferred to use available desks and chairs,
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Besides making tentative lesson plaﬁs, some tutors kept
records (their own idea) of presence and absence or tardiness; all
tutors gave rewards to their tutees; tu‘to;'s gave rewards to them-
selves when they thought they were doing a good tutoring job. These
rewards were supplied by the investigator; primary rewards in-
cluded paperback books, candy, stars or seals, and commercially -
produced reading incentive charts.

The inveétigator (a reading specialist) performed several
functions: (I) organizing the research project; (2) being available at
the tutoring centers for the entire period; (3) assisting the tuter and
observing the tutoring; (4) conducting weekly conference sessions
with the tutors; (5) helping tutors locate and properly use available
materials; and (6) expressing interest, praise, and encouragement

to tutors and tutees in the tutoring project.

Post-Testing

At the end of the twelve-wéek period of the tutoring sessions,
post-tests were administered.

As part of the post-testing, Form 1 of the Gates-MacGinitie

Reading Test, Survey D, was administered to the tutors and their

controls to measure differential gains or losses in reading achieve-
ment as measured from raw scores in reading comprehens'ion.

In addition, post-testing with the tutors and their controls
included the administration of Section III of the Cleveland Student

!

Questionnaire to obtain change-scores on the determinants, standard-

sctting and affect-mediating self-evaluation.
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Tutees and their controls were administered the ggtes-

MacGinitie Reading Test, Primary C, Form 1, as a post-testing

measure to determine their differential gains or losses in reading
achievement 4s measured from raw scores in reading comprehen-

sion, This was the only post-testing aspect in relation to the tutees,

Svmmary
In this chapter, the sample of third, fourth, fifth, and sixth
graders were described, followed by a descripiion of the data gather-
ing instruments, The procedure of the investigation was delineated.
A paper-and-pencil, test-like procedﬁfe which permitted the assess-

ment of standard-setting and affect-mediating self-evaluation on a

se.ries of cognitive tasks was also explained. A brief description of
the tutoring sessions was included.

In the next chapter, the hypotheses will be stated operation-
aily, together with operational definitions of concepts. along with

analysis of the data.
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i CHAPTER FIVE

ANALYSIS OF DATA

This chapter will present an analysis of the data and the re-
sults of that analysis in separate sections, In the first section, the
concern is with.describing the analysis of data relevant to each of
the five hypotheses. The hypothesized treatment effects are con-
sidered in the following order: (1) cha‘ng_es in the reading achieve-
ment of tutees; (2) changes in the reading achievement of tutors;
(3) differences in standard-setting behavioxr; (4) differences in
affect mediated by task-specific ;elf-evaluation;(S) differences in
the quality of task-specific seli-evaluation.

To insure that the concepts used in each hypothesis are
understood, terms are operationally .defined and, where necessary,
discussed in conjunction with the statement of the hypothesis and
prior to the reporting of the results, The second section will
interpret the reported results. The chapter will conclude with a
brief summary.

Results

, Hypothesis One

l
Hypothesis One is concerned with the question of whether
younger (primary grade) underachieving black males can make

significant gains in r;;.a\sling achievermnent if and when they are

74
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tutored by older. (intcrmediate-grade) underachieving black males

who assume a tutoring-leadership role.
Stated operationally it reads:

The mrean reading achievement chang. score of underachiev-

ing tutees will be significantly greater than will be ‘the mean

reading achievement change score for the control pupils.

The first term in need of clarification is the concept of
""underachievement. "

Thorndike defines "underachievement'" as: '". . . adis-
crepancy cf actual achievement from the prcdicted value, predicted
upon the basis of the rcgression equ'a'tion bétween aptitude and

achievement'(1963, p. 13).

The Gates-MacGiniie Reading Technical Manual reports

ncritical values'' for determining whether comprehension reading
scores of individual pupils (grades 4-9) differs significantly from
those that would be expected on the basis of their rion-verbal apti-
tude scores. For example, for an IQ score of 100, a student in
grade four should have a reading comprehension standard score
between 42-56. Fourth grade students (with IQ=100) falling into a
reading, comprchension standard score range belov; 42 are identi-
ficd as underachievers.

Tutees arc the randomly assigned black miale third grade
underachic{ving students who were instructed in reading by an
intermediate grade level black male tutor.

Controls are those randomly assigned blé.ck male under-

achieving students who were pair~d with a tulce or tutor on the

W
(R
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basis of the var_iables of non-verbal 1Q, chronological age, socio-~
economic status, reading achievement standard scores in reading
comprchension, same school, same tcacher, and same grade.
Sex and race were constant variables.

The reading achievement change score is the difference be-

tween pre-test reading achievement raw score aund post-test read-
ing achievement raw score. Fig. 11 illustrates.the distribution

of these change scores for tutees and their controls.

Experimental
Control
>
O
4
0l
o)
o
K
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I
Fig. 11, Distribution of Change Scores in Reading Comprehen.si.on

for Experimental Tutees and Controls.

A student's t-test was performed on the reading achievement
change scores. The mcan and variance for cach group (tutces and
controls) and the t-value resulting from the analysis are rcported

in Table 2.
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TABLE 2

MEANS AND VARIANCES OF CHANGE SCORES IN
READING COMPREHENSION ACHIEVEMENT OF
EXPERIMENTAL TUTEES AND CONTROLS

Change Scores

: Standard

| Groups Mean  Deviation t P
Experimental (n=41) 7.0975 6.20 1. 76 <. 05%
Control (n=41) 4.9512 4,76

%One-tailed.

The t-test comparing the experimental mean (7. 0975) with
the control mean (4. 9512) yiclded a value of 1. 76; a value of 1, €7
is ‘significant at the five percent level of confidence.

The significant t-value lends support to Hypéthesis One that
tuteces have higher reading achievement comprehension change

scores than do their controls.

Hypothesis Two
Hypothesis Two is concerned with the question:Will older under-
achievingblack males make significant gains in reading achieve-
raent when they assume a tutoring-leadership( role with younger
pupils?

The operational hypothesis is thus stated:

, _
The fmean reading achievement change score of under-

ahieving black malc tutors will be significantly greater

than will be the mean reading achjevement change score

for their controls. o,
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The concept tutors refers to those randon.lly assigned fourth,
fifth, and sixth gradc underachievers who instructed younger under -
achieving primary grade pupils in the area of reading.

Figure 12 illustrates the distribution of the change scores in

reading for tutors and their controls.
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Change Scores

Fig. 12. Distribution of change scores in reading comprehension
for tutors and controls.

A students' t-test was performed on the reading achievement
change scores. The mean and variance for each group (tutors and
their controls) and the t-value resulting from the analysis are

/
reported in Table 3.
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TABLE 3

MEANS AND VARIANCIXS OF CHANGE SCORES IN READING COM-
PREHENSION ACHIEVEMENT OF EXPERIMENTAL TUTORS
AND CONTROLS

Change Scores

Groups ' Standard '
Megn Deviation t P
Experimental (n=41) 9.1219 5.9538

Control (n=41) . 7.5853 5. 7497 1.41 <. 07

%one-~tailed.

The t-test comparing the experimental mean (9. 1219) with
the control mean (7.5853) yielded a value of 1. 41; the critical value
at the five percent level of confidence is 1.67. T}‘xe obtained t-
value would occur by chance only seven times in 100. However, in
the context of the present study, the rcsult does not allow for re-
jection of the null hypothesis asscciated with hypothesis two of

the study.

Hypothesis Three
Hypothesis Three is concerncd with the question of whether
underachieving tutors will set more realiatic and attainable stand-
ards than control groups who do not have the tutoring experience.
Stated operationally, the third hypothesis reads:

The mean standard-set congruent score of underachieving

tutors will be si.gnificantly lower than will be the mean

standard-sct congruent score for the controls.

Bk
.
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The standard -set congruent score refers to the difference

between the individual student's sclf established standard for a
trial on the cognitive task and his actual performance on that trial.
The self-established standard is the student's response to the
qu‘estion, "How many words would you have to get right before
you would say you did a good job?" Actual performance is the
number of word problems solved .by the student in each trial. The
smaller the difference between the two responses the more con-
gruent the scores. Table 4 presents the mean standard-set

congruence scores for experimentals and controls on each of 8

trials of the cognitive task.

TABLE 4

- MEAN STANDARD- SET CONGRUENT SCORL‘S FOR EXPERI-
MENTAL AND CONTROL TUTORS ON EACH OF EIGHT TRIALS
OF COGNITIVE TASKS

Mean
Group
Trial Trial Trial Trial Trial Trial Trial Trial Total
1 2 3 4 5 6 7 8 -

E 5.44 4.48 5.20 4.51 3,02 4,54 3.70 3,90 4.35
C 6.42 5.06 6.83 4,93 4.34 5.43 5.40 4.99 5. 42
Total 5.93 4.77 6.01 4,72 3.68 4.98 4.55 4.45

The analyses of trends performed on the data as described
by Winer (1962, pp. 366-367) produced significant ¥ values for

treatment effects and Trials.  The F for interaction is lesc than

2.03 and is not significant. A summary of the analysis-is given

in Table 5

80
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TABLE 5

ANALYSIS OF VARIANCE OF STANDARD-SETl CONGRUENT
SCORES OVER A SERIES OF EIGHT TRIALS OF
COGNITIVE TASKS OF TUTORS AND CONTROLS

TV T AT

Source of Sums of Degrees of Meanv F Prob-
Variation Squares Freedom Squares Ratio ability
A. Treatments 188,878 1 188, 88 7.50 < O01%*
Error (a) 2013.525 80 25,17
B. Trials 340. 493 7 - 48,642 16. 135 <.01%
AxB
Treatment  30.499 7 4, 357 1. 445
x Trials
Error (b) 1688.257 560 3.015
Total 4261. 652 655
F g5(1,80) = 3.96 F ggfl, 80) =6.96  *one-tailed

F g5(7,560) =2.03 F_gq(7, 560) 2.'65

The F ratio of treatments in Table 5 was obtained by dividing
the indicated means squares of treatments, by the mean square of
the error of estimate (a). The obtained value of F for treatments is

7.504. A value of 3. 96 is the critical value at the five percent

level of confidence; 6. 96 is the critical value at the one percentlevel

for the F distribution defined by 1 and 80 degrees of freedom.
The significant F for treatment effects indicates that the diff-
erence between the éxperimental and control means is reliable.

The difference between means is in the predicted direction and

lends support to the third hypothesis thét Ylack male underachievers
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who accepted a .tutor-leadership role set lower and more realistic

standards than did the controls.

The obtained value of F for trial effects (16. 135) is signifi-
cant at the dne percent level of confidence. This indicates that
stindards set §n at least onc of the trials were significantly differ-

N

ent thax\ll standards set on the others.
Hypothesis Four
Hypothesis Four addresses itself to this question: Will under-
achieving tutors indicate that they mediate more positive affect or
feeling via thehir self evaluations thé.ﬁ controls by reacting mc;re
quickly when they are asked to make a self-evaluation of their work?
Stated opg.;rationally, tﬁis hypothesis reads:.

In administering self-evaluations, underachieving tutors will

have a mean reaction time scores (in logarithms) lower than

will their controls.

N o

Self-evaluations refer to the verbal responses ('good" or

poor") by which the student labels his own work on each of the

trials of the cognifive task.

.

Mean reaction time refers to the average number of seconds,

transformed to a logarithmic scale, taken by the- student to make an
>eva1uation’_ of his pefformance following his completion of the cog-
nitive taslzf/

| Meaﬁ reaction time for experimental and control tutors on

each of the eight trials of the cognitiv’e task are pres‘cnted in Table 6.
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TABLE 6

REACTION TIMES FOR EXPERIMENTAL AND CONTROL
TUTORS ON EACH OF EIGHT TRIALS OF THE COG-
NITIVE TAZK

Mean
Group
, Trial Trial Trial Trial Trial Trial Trial Trial Total
1 2 3 4 5 6 .1 8
E 1.65 1.63 1.40 1.28 1.19 0.99 1.10 0.90 1.27
C 2.01 1.65 1.51 1.15 1.31 1.34 1.15 1.56 1.46

Total 1.83 '1.64 1.455 1.2151.25 1.165 1.1251.23

The analyées of trends performed on the data, using loga-

rithmic scores, yielded results as reported in Table 7.

TABLE 7

ANALYSIS OF VARIANCE OF REACTION TIME SCORES
OVER A SERIES OF EIGHT TRIALS OF COGNITIVE
TASKS FOR TUTORS AND CONTROLS

" Source of Sums of Degrees of Mean F Prob-
Variation Squares Freedom Squares Ratio ability
A. Treatments 3. 149 1 3.149 2.58 <.07

Error | 97. 638 80 1. 221 -
B. Trials 44, 6258 7 6.375 17.562 <.0l
Treatment x 48. 713 7 6.959. 19.171 <.0l
Trials _ .
Error 203,302 . 560 0. 363
Total 397. 427 655
F 95(1, 80) =3.96 F 99(1, 89) =6.95
=4 - -
F 95(7, 560) = 2.03 F ?9(7, 560) = 2. 65
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The F ratio for trcatments in Table 7 is 2.58. This obtaincd
F value is less than the critical value required for five percent
level of confidence. The obtéined value of F would occur by chance
less than seven times in 100. However, in the context of the
current study this result does not allow for rejection of the null
hypothesis associated with Hypothesis Four lof the study.

The obtained value of F (17.562) among trials and the ob-
tained value of F (19, 171) of interaction between treatment and

trials both have probabilitieé of less than 0.01, and are signiﬁcant.
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. Figure 13 shows the plotted mean reaction time for experi-
mentals and control tutors and thus presents graphically the inter-

action between the two main ecffects--the treatments and the trials.
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Fig. 13. Interaction effects between trials in time taken to
evaluate performance,over eight cognitive tasks by
tutors and controls -
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Hypothesis Five
Hypdthesis Five is concerned with the question: Will the
tutors be more positive in their self-evaluation on coguitive task-
performance than their controls?
Stated as an operational hypothesis, it reads:

The mean self-evaluation score of underachieving tutors

will be significantly greater than will be the mean self-

evaluation score for the control pupils.

Self-evaluation score refers to the assignment of the values

of 3, 2, and 1 to self-evaluations of "good", "undecided" and ""poor"
on each of the eight trials of the coi;nitive task.

'Mean self-evaluation scores of experimental and control
tutors on.each of the eight trials of the cognitive task are pre-

sented in Table 8.

TABLE 8

SELF-EVALUATION SCORES OF EXPERIMENTAL AND
 CONTROL TUTORS ON EACH OF EIGHT TRIALS
OF THE COGNITIVE TASK

Mean
Group
Trial Trial Trial Trial Trial Trial Trial Trial Total
1 2 3 4 5 6 1 8
E 2.09 2..29 2.05 2.44 2.34 2.12 2.37 2.71 2.30
C 2.09 2.17 2.07 2.56 2.32 2.32 2.63 2.76 2.36
Total 2.09 2.23 2.06 2. 50 2.33 2.22 2.50 2.73
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An analyses of trends was performed using the self-evaluation
scores on cach of eight trials of the cognitive task as shown in

Table 9.

TABLE 9

ANALYSIS OF VARIANCE OF SELF -ADMINISTERED |
EVALUATIONS IN EIGHT TRIALS FOR TUTORS
' AND CONTROLS

Sourcc of Sums of Degrees of Mean F Prob-
Variation . Squares Freedom Squares Ratio ability
Treatments 0.672 1 0.672 0.4
Error (a) 134.591 80 1. 682
Trials 30. 120 7 4,303 9.7 «<.01
Treatments x 32. 387 7 4.627 10.4 <.01
Trials
Error (b) 248. 117 560 0. 443
Total 445, 889
F 95(1, 80) = 3.96 F 99(1. 80) = 6.95
L F g5(7,560)= 2.03 'F_go(7, 560) = 2. 65

The F ratio of treatments in Table 9 is less thanone, and is

] therefore, not significant. Themsult does not allow for rejectidn
of the null hypothesis associated with Hypothesis Five of the study.
The obtained value of F among trials (9. 7) exceeds the

3 critical value for one percent level of confidence (6. 95) and is

significant. An F of 10. 4 for the interaction of the treatment and

r‘ trials effects is also significant at the . 01 level of confidence,

- .
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Figure 14 shows the plotted mean self-cvaluations of
expcrimental and control tutors over the eight trials of the cog-

nitive task and thus presents graphicélly the significant inter-

action.
Experimental
30l  =e==-- Control
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Fig. 14. Interaction effects between trials on self-adminis tered
evaluations over a series of eight cognitive tasks by
tutors and controls. :
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Interpretation of Results

Tutees

Thé results presented in the prev.ious section (see Table 2,.
pg. 64 1) supi:ort Hypothesis One for tutees. For these underachiev-
ing blafck male students who were tutored in reading by older under-
achieving pupils, the effect of the tutor -tutee relationship was to

promote gains in reading achievement. These findings are con-

sistent with the 'results of many reading-tutoring projects which

emerged in the 1960's including, for example, the Tutorial Reading
Project, 1968-1969, Indianapolis Public Schools; Youth Tutoring
Youth program; SWRL (Southwest Regional Laboratory) Tutorial
Program; Neighborhood Youth Corps Tutoring program; Homework
ﬁelper Program, Rosner's (1970) Cross-Grade Tutorial Program;
(in progress); and Thelen's (1969) Tutorial Program (in progress).
The results of the present investigation are likewise consistent with
the results of the earlier studies of Cloward (1966) in which he
found significant gains in reading achievement made by students who
were tutored.

Support of Hypothesis One in the present study gives additional
credibility to the one-to-one (tutor-tutee) relationship as a viable
system for promoting achievement gains for Americans of all ages
who are functioning at reading levels far below their pdtential cap-
abilities.

Tutors

While tutces made significant gains (< 05) in reading achieve-

ment,. the analysis of data rel‘é»?a.n; ts Hypothesis Two regarding the

© 89




achievement gaixls of tutors over thzir controls did not yield
significant results as hypothesized (<.05) (see Table 3, p. 66 ).
Although not supported in the current study, the hypothesis that
tutors mak.e.reading achieving gains as a result of the tutor-tutce
relationship remains tenable and bears continued investigation under
other expe:rimenta.l conditions.

Several factors may have operated to contaminate the in-
vestigation of reading achievement gains for tutors: (a) controls
borrowed librar'y and paperback books from the tutors and circu-
lated these lilll the classrooms; (b) motivated by peer influence or
pal-relationships) tutors took controls with them to a public library
or bookmobile on week-ends or after school when they went to make
book selections for the next day of tutoring. (c) controls con-
structed incentive charts (self-reinforcement) and applied points on -
their individual chart in the classroom in imitating their peers who
were tutors and/or tutees in the futoring wrogram, who were using
commercially prepared inccntive charts.

It has been suggested that pSycho-therapeutic gains may
accrue to the tutors of a tutor-tutee relationship. Riessman (1965)
in discussing the '*helper'" therapy principle states:

. « « it may be that emphasis is being placed on the

wrong person in centering attention on the individual

receiving hclp. More attention might well be given

the individual who is providing the assistance. . . .

it scems more likely that the people giving help are

profiting from their role (1965, p. 27).

Three hypotheses of the current study deal with psychological and
specifically motivational changes on the part of the tutors.
90
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Results reported in the previous section support Hypothesis
Three. (s‘ee Table 5). As a function of the helping relationship
and the encounter with yoﬁnger underachievers, tutors set task-
specific standards which were, in general, lower and more con-
gruent with their performance. Students who acted as controls
maintaineci highér standards which were more discrepant from
actual performance. This is consistent with the assumption made
by Katz (1967) and confirmed by Eiszler (1969) and Mahan (1970)
that underachieving male students in general set s;:andards which
are not cdrﬂg-ruent with contemporary levels of performance. The
tutor -tutee relationship, based on the results of the current study,
can ameliorate this condition.

With respect to standard-setting behavior an incidental find-
ing of the current study bears interpretation. Katz (1967) assumed
that the standards set by a studeﬁt in a specific task situation, are
primarily, if not wholly, determined by an internalized and gener-
alized level of standards, which may have been communicated to
the child from the parent in the form of high educational expecta-
tions and aspirations. Eiszler disagreed with Katz, hypothesizing
instead that, in the absence of statements which would call to mind
the expectations of others, certain cues in the specific task situa- ‘
tion would play a determining role in the standards which the child
sets. Eiszler investigated two such task-specific variables
(prior task difficulty and prior self-evaluation) and was unable to
support a hypothesis of differential effects of thesé variables on ..

" the standard setting behavior for high achievers and underachicvers. -
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He did find .som.e evidence of cha.mges in task-specific standard-
setting for.all pupils in response to prior task difficulty.

The results of the present investigation with underachievers
(see Tablel4) indicate significant differences among trials. This
finding may be interpreted to reflect some task specific but un-
specified d:eterminant of standard-setting behavior. The incidental
results of the present study suggest that additional study of the task-
specific deltérrr;inants of standard-setting behavior are warranted.

Another psychological construct suggested b& Katz, the

‘amount of affect or feeling mediated by specific self-evaluations,

was investigated. As each student performed the given task over
a series of eight frials, he was asked to make a self-evaluation.
Reaction time in making tﬁe se.lf-e\}aluation was used as a measure
of affect. Laboratory studies have demonstrated that faster
reaiction times are related to more positive levels of affect or
feeling in a task situation,

Alfhough not significant, the trend of the data tends to support
Hypothesis Four (see Table 6) that tutors react more quickly in
administering self-evaluations than controls. A significant triais
effect and a significant interaction suggest the following interpre-

tation: There are task-specific determinants of reaction time (and

" affect mediation) which cause differences among trials for both

tutors and controls. These task specific determinants interact

with the treatment conditions, i.c., reduce the differences between

. experimental and control tutors on some trials, and as a conse-

quence onc observes a poientially significant trcatment effect

(see Figure 13). 3
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If prior task difficulty may be assumed to be, é,t least in part,
the task-si)ecific determinant of reaction time, unsystematic and
subjective observation of the student’s during their tutoring sessions
also suggest that differences of tutor's reaction time in judging
the value of their work were also related to task difficulty. Whén
tutors were teaching their "pupils' with easy material, or reading
an easy book to them, the tutors were quick to ¢onfide to the in-
vestigator or to peers thaf they .felt they were '"doing a good job"
or "I'm a good teacher." When tutors selected more difficult
material to use in the tutoring sessions or the tutees brought
difficult materials (difficult even for he tutors), tutors would re-
spond at thev end of the period or several days later that they
Wereﬁ't "getting the material across" or that they weren't too good
at ""their teaching job. "

The effect of tutoring relationships on self-evaluation is also
examined in the current study. The results do not support Hypo-
thesis Five that tutors would administer more positive self-evalua-
tion than controls. There is no evidence that the tutoring rcle
results in more positive self evaluation for underachieving males.
The tenability of Hypothesis Five can be questioned on the basis of
the current study, but such questions must be raised in the context
of the folloWing considerations. First, controls became.sointerested
in the tutoring program that it became difficult to limit their ac-
tivities, . such #s getting materials (books, record players, record-
book combination sets, etc.) from the library and resource centers,

delivering these items to the tutors and the tutecs, voluntcering to

"
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"substitute! for an absent tutor (this was controlled), and com-
peting withv tutdrs to obtain public library cards. These factors
suggest that controls may have inVented th.eir own "helping' rela-
tionships or perceived themselves as doing so, and thus have
brought about increases in their own self- evaluatmns. That self-
evaluations of controls lacked the depth of feeling of tutors has
already been suggested in the interpretation of reaction time differ-
ences. |

It seems possible to inferpret the desire to pﬁrticipate in the
tutoring pz;c;grain as a strong drive on the part of controls, 2 drive
which may have been linked to the a ssumption that ""good" students
were chosen to be tutors. Some or many of the controls may have
believed that the self-evaluation instrument given at the end of the
project was to be a selection criterion for future tutor selections.
After all, they had been given the instrument prior to the first
selection.

Again unsystematic observations support the interpretation.
The investigator was constantly béing asked by many controls
(during the study--on the playground, in halls, in t}:1e cafeteria, and
several controls made a special visit to inquir_e)."When will I'be
chosen to tutor?" "Why aren't girls chosen?" "When do we get to
do the 'big job'?'" Such interest and enthusiasm was proﬁably en-
gendered by the tutors améng the controls (no one knew who the
controls we re).

Although twelve weeks is considered to bé a ‘very ghort peripd

of time for these psycholdgical and achievement changes in tutors
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to take place, the data of the current study may be interpreted as
evidence of hypothésized changes in standard-setting and reaction
time da-.ta-.. Hypothesizcd changes in achievement and self evaluation
must be considered as tenable although not demonstrated. Certainly,
the current study supports the need for continued investigation of |
the effects of the tutoring relationship, particularly over longer

periods of time.

Summary

Hypothesis One of the present study was supported. Tutees
who were instructed by older underachieving tutors had a signifi-
cantiy higher reading achievement gain than did pupils who did not
experience the tutor-tutee relationship.

Hypothesis Three was supported. Underachieving students,
randemly assigned as tutors, Witim high and unrealistic standards
prior to the study, changed these standards as a result of their ex-
perience, to a more realistic level, i.e., to make them more
congruent with performance.

The data relevant to Hypothesis Four that futors would show
ciuicker reaction times in administering self-evaluations, suggested
a nonsignificant trend in support of the hypothesis. The presence of
a significant trials effect and significant interaction supports the

interpretation that treatment cffects were present but obscured by

the interaction.

-




The data relevant to Hypothesis Two, that tutors would show
significantly different increases in achievement, were not sig-
nificant but showed a trend in favor of the hypothesis.

There was no evidence which would be interpreted in suppori

of Hypothesis Five, that tutors would have more positive self-

evaluation than controls.

Uncontrolled variables which might have been interpreted as
affecting the dependent variables of Hypotheses two and five were
discussed. In t.he context of the current study both of these hypo-
theses were considered to remafn tenable although not sup~ported.

In the final chapter of this report, the entire study will be
summarized and fhe conclusions which grew out of the study are
presented. In addition, the manner in which thes.e findings may
bear upon psyc.hological theory and educational practice, will be

given as the impiications of the research,




CHAPTER SIX

SUMMARY OF IMPLICATIONS OF THE STUDY

Summary

The purpose of this study was to test several hypotheses
generated by a theory of social learring and aspects of a thecry of

covert self-regulatory behaviors. Rotter's social learning theory

| was developed to explain how behavior potential can be modified

when the constructs of expectancy of success and reinforcement

are operating simultaneously. The theorvy of task-specific achieve-
ment motivation as postulated by Katz (1967) allows for the concept
that a given individual may be differentially motivated to perform
different kinds of tasks. According to Katz, such.a conceptis
necessary to adequately describ; differences among high and under-
achieving children of minority group status.

In the current study the effects of a tutor-tutee relationship
on the reading achievement and achievement motivation of under-
achieving minority group children was investigatgd.

A ran_g:lomly assigned group of forty-one tutecs and their con-
trols as wefll as a randomly assiguned group of forty-one tutors and |
their controls from six inner city schocls in a midwestern metro-

politan area participated in this study.
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Tutees were pre- and post tested only on the variable of
reading achicvement. Tutors were pre'- and post tested on reading
achievement and two psychological variables, namely, standard-
setting and affect mediating self-evaluation. In establishing pre-
and post standards of performance, tutors and their controls in-
dividually worked on a series of cognitive tasks v;'hich required
that they form words out of ten scrambled four-letter words ina
one -and-half minute time per10g. per task. The series consisted of
eight such tr1als. Before, durmg, and after the series of tasks,
self-reports were elicited from the students as a measure of their

covert self-regulatory ‘behaviors--standard-setting and affect-

mediating self-evaluation.

Tutees
Consistent with the evaluations of many reading -tutoring pro-
grams and with the research findings of Cloward, 'Hypothesis One

of the study was supported--futees made significantly' greater gains

“in reading achievement than their controls. It was concluded that

the futor-tutee relationship produced increased reading compre-
hension. Support of Hypothesis One in the present Study gives
additional 'credibility‘ to the one-to-one' relationship as a viable
means for promoting achievement gains for Americans of all ages
who are f.unc tioning at readi.ng.level's far below their potential

capabilities.

Tutors

o

Analysm of data relevant to the reading achievement gains of

tutors over their controls d1d not yield results which could be

98
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interpreted to support Hypothesis Two. Howevc.zr, the trend of that
data suggested that, although not supported in the current study,
the hypothesis that tutors make reading achievement gains as a
result of the tutor-tutee relationship is tenable and bears continued
investigation under other experimental conditions.

Analyzed data relevant to the standard setting behavior of
tutors supported Hypothesis Three--that tutors would set lower
standards and standards more c.ongrﬁent with their performance
than their controls. As assumed by Katz (1967)‘an.d confirmed by
Eiszler (1969) and Mahan (1970) the students who acted a5 controls
maintained higher and less realistic standards, which were more
discrepant from actual performance. It was concluded that the
tutor - tutee relationship has positive effects on the standard-
setting behavioxl of tutors. |

Also with respect to tutor standard setting, unhypothesized
but significant differences among trials were found. This may be
interpreted to reflect some task‘specif.ic but unspecified determi-
nant of standard-setting behavior. These incidental results suggest
that further research is warranted on the task-specific determinants
of standard-setting. _ :

The analysis of the relevant data did not support the fourt
hypothesis. However, the trend of the data suggésts that this
hypathcsisil-tlxat the tutors reacted more quickly in administering
self—evaltlaf/tions than their controls--is also tenable.

Hypothesis Five was not suppo;‘teél with the results of the data.

Tutors did not administer more positivd seclf -evaluations than their

S 'gq
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controls. No evidence of the current study may be interpreted
as supporting this hypothesis. Several contaminating factors were

discussed in relation to the null results.

Limitations of the Study

Limifatiohs are defined as they relate to the sample, time
limitations_of the investigation, and procedures of the research.

First, the sampling of the.present studf was limited. Only
six schools'from one given area were represznted 'in the study.
The sampl’.e. size was small with only forty-one tutees and matched
controls with the same number of tutors and their controls. The
sampling wa.;; limited to black underachieving males from four of
the elementary grades of the participating schools. This de-
creased sample size conéiderably.

Se_cyond, the time limitations of the investigation were such
that the tutoring prouject was carried on for a period of only twelve.
weeks, three times a week for o;l_e-half hour on each of the three .
days. This length of tutoring time is considered to be too short.
Nevertheless, in such a short tiine, tutees did make significant .
gains in reading achievement. What would the results have beer
for tutees as well as tutors if the tutoring sessions had been pro-
jected over a longer period of time ? _

The seclf-reports of evaluaticn and standard setting are ac-
cepted at face value. Toa large extent the third and fifth hypo-

theses rest on the assumption that the subjects responded honestly
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to the question: How many words would you have to get right be-
fore you would say that you did a good job? How well did you do?
Finally, the peer group influence-of tutors and tutees had its

impact; upon returning to the classroom there was a sharing of

ideas, books, reading materials, and in general, enthusiasm for

the program. All of these factors constituted a problem of inade-
quate controls. Even though the experimental subjects and their
controls were carefully matched on nine variables, the interaction
of experimental subjects and controls in class-mate relationships
or pal-ielationships tended to contaminate the experimentally pro-
duced difierences among them.( -

‘The present study was an attempt to go beyond the laboratory
and the classroom situation in examining reading achievement and
sel f-regulatory behavior. This was done through the tutor-tutee
relations hip, under conditions which were ahything but normal.
Tutoring sessions were conducted on the stage, in bleachers,
vacated teachers' lounges, and various other similar places amidst
the regular routines of the school situation. One might wonder what
the results would have been under more favorable conditions.

| Part of this present investigation required that behavior which
is usually carried out without specific awareness, or at least with-
out articulation on the partof the individual, be consciously per-
formed and clearly recorded for others to observe. How much
focusing the subjects' attentions on usually unattended behavior

changes those behaviors is not known. ‘Any attemf)t to study covert

behavior through self-reports -el_ic_itied individually from these

101
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students imposes a difference between the experimental and non- -

experimental environment which limits generalizations.

Implications of the Study |

In the past educators have conscientiously looked toward the
re.ading specialist, the reading teachér, the reading consultant--
people trained in the specific techniques of teaching reading skiils--
to provide the opportunities, situations, and materials for helping
the underachieving student. It may well be that we have over-

emphasized the need for qualified personnel with these specific

skills, and overlooked the possibilities in the one-to-one relation-
ship of non-professionals, even of the underachiever helping ancther
undex;achiever. It may also be that we have considered commonness
or group w:ork, ‘such as classroom"sithation, to be more effective’
in learning, and over-looked thc potéhtial of the tutor-tutee rela-
tionship.

The current study also has implications for the theory of task-

- gpecific achievement motivation. As predicted, the tutor-tutee re-

lationship resulted in changes in standard setting behavior and added
to the support for a task sPecific rétﬁef than globally determined
standard setting behavior. It seems possible to chart the course of
specific motivational changes which may precede eventual changes
in achievement. N

The results of fhe present stud'y also suggest that at least one
measure of task specific achievement motivation'is sensitive to a

L4

type contamination usually called the "social desirability of the
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response. ! Tutor-controls may have reported false positive self-
L’ evaluations in an effort to please the experimenter and qualify for

the experimental condition. Further research on task-specific
self-evaluation must more carefully control or account for the

demand to produce 'socially" desirable responses.

Research

The findings of this study suggest further research, and
accordingly it i$ recommended that:

1
1. the additional study be done with tutoring conducted
over a variety of time periods.

2. further research provide for follow-up of the students'
application of skills in reading, as well as skills in
assuming leadership as the students progress through
the grades.

3. a longitudinal study of this nature be planned and
carried through at the elementary level, with tutors
and tutees selected from all grades at the elementary
level, even younger students tutoring older students.

4. the study design be replicated with other minority
group children as well as with non-disadvantaged
populations.

5. the study be replicated at the elementary level, in-
cluding students of different achievement types, as
well as children of different races tutoring children
of other races, i.e., black student tutoring white
student.

6. a different method be used in noting reaction times
to self-evaluations. :
7. that different conditions under which tutoring is
“carried out be controlled such as, very favorable
location for tutoring vs. locations where noise and
_ the normal routines of school are not controlled.

8. that the tutoring program be replicated with trained
volunteer adults, ice., mothers on welfare, or
functionally illiterate adults acting as tutors.

e ’ 103




9.

10.

9

that self-evaluations be made with non-exposure to
an adult figure vs. exposure toan adult figure to
determine differences of self-reports.

that in a replicated study, contamination of the
controls be kept at 2 minimum, i. e., that the pal-
relationship of tutor and control be held ata
minimum. o

The major implication of the study, is to suggest support for

the theory of a psychological situation, namely tutoring, for effec-

tive change in behavior. However, it appears that the tutoring

should be conducted over a longér period of time, for more effective

and significant changes to take place. Some psychological changes

seem to appear earlier than academic-achievement changes.
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CLEVELAND STUDENT QUESTIONNAIRE

Instructions (given individually by Investigator)
In order to learn about what goes on in a school, it is necessary to
talk to teachers and principals, but it is also important to ask the

students some questions, In j'our school you have been chosen to

answer our questions.

There are s'gaverél sections to this questionnaire. Each section will
have its own instructions. I will read each set of instructions with
you to be sure that you understand them. Please pay attention to

the instructions so that you will know what to do and how to do it,

REMEMBER ! THIS IS NOT A TEST. You will not be graded on
your answers. It is a questionnaire. The purpose is to find out
about your school. No one at your school will see your answers.
We will ask for your name'so that we can match this questionnaire

with other information,

Last Name First Name

Name of School ] Teacher

Birthdate
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The purpose of this questionnaire is to find out how good you are at
unscrambling letters and making words out of them. On the following
pages you will find some common four-letter words which have been
scrambled by chénging the order of the letters. Your job is to try to
make a word out of the scrambled letters and to write the word in

the space to the right of the letters.

EXAMPLE: ‘Cat

WTSE WEST  Dog

If you find any of the words difficult to unscramble, skip them and go
on to the next word. It is important to get as many as you can, and
you may have time to come back to those you find difficult. There

will be ten words on each page and you will have one and one-half

minutes to do each page. You will be insiructed when to begin and
when to stop. Do not start until you are given the signal. Stop work-

ing and turn the page promptly. when you are asked to stop.

Before and after each set of ten words you will be asked some ques-
tions. REMEMBER: You will have ten words to do in each set and

one and one-half minutes in which to do them. Do not start a set

until you are given the signal. Stop immediately when you are told.
In between sets of ten words you will have questions'to answer,
Questions "A" and "B'" always refer to the set of ten words which
you will do next., Questions "C" and "'D" always refer to the set of
ten words which you have just co‘mplcted. Try to answer each
question sepérately from each other question and do them quickly.
When you are working the scrambled words, work as fast as you

can and try to gel as many as you can, . ., STOP HERE
"Now turn to the next page

1n7
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Before you begin this,

answer these two questions:; -

A. How many words do you expect

to/get right?

 B. I/ow many words would you have
to get right before you would

say that you did a "GOOD JOB'"?




. STOP! You have finished
| . the first set.

Do not go on until
you are told to do
80, -

. 109
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C. How many words did you

"get right?

D. How well did you do?

N
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Before you begin this
answer these two questions:

A, How many words do you expect

to get right?

B. How many words would you have
to get right before you would

say that you did a '""GOOD JOB"?

111




You have finished
the second sct.
Do not go on until
you are told to do
80.

112
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C. How mény words did you

aet right?

D. How well did ycu do?

117
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Before you begin this

answer these two questions:

A. How many words do you expect

to get right?

B. How many words would you have

to get right before you would

say that you did a ""GOOD JOB"?

114
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STOP! You have finished
tae third set, Do
not go on-until ycu
are told to do so.

S 13
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C. How many words did you

get right?

D. How well did you do?




Before you begin this

answer these two questions:

How many words do you expect

to gel right?

How many words would you have
to get right before you would

say that you did a "GOOD JOB"? .

117




STOP! You have finished
the fourth set.
Do not go on until
you are told to do
80. ’
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C. How many words did you

get right?

D. How well did you do?

]19
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Before you begin this

answer these two questions:

A. Hpw many words do you expéct

to get right?

B. How many words would you have
to get right before you would

say that you did a "GOOD JOB'"?

P BN
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STOP!

You have finished
the fifth set., Do
not go on until you
are told to do so.
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C. How many words did you

get rigﬁl?
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D. How well did you do?




Before you begin this

answer these two questions:

" How many words do you expect

to get right?

How many words would you have
to get right before you would

say that you did a ""GOOD JOB" ?

123
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STOP! You have finished
the sixth set, Do
not go on until you
are told to do so.




C. How many words did you

get right?

D. How well did you do?




Before you begin this

answer these two questions:

A. How many words do you expect

- to get right?

B. How many words w;duld you have
to get right before you would

say that you did a "GOOD JOB"?

158
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STOP!

127

You have finished
the seventh set.
Do not go on until
you are told to do
S0,
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C. How many words did you )
get right?
D. How well did you do? 1
}_.
’2
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Before you begin this

answer these two questions:

How many words do you expect

to get right?

How many words would you have
to get right before you would

say that you did a ""GOOD JOB"?
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STOP! You have now finished
the final set, Do not

: go on until told to do

i so.
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C. How many words did you

get right?

D. How well did you do?

. 1 31
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' END OF QUESTIONNAIRE
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TABLE 10

EXPERIMENTAL TUTEES AND MATCHED CONTROLS ON VARI -

ABLES OF NON-VEREAL IQ, PRE-TEST STANDARD SCORE IN

READING COMPREHENSION, PRE-TEST GRADE EQUIVALENT
SCORE IN READING COMPREHENSION

Number Non-Verbal StandardScore Grade Level Scores

(1ID) IQ in Reading in Reading

' Comprehension Comprehension
E c E c E c c
102 101 87 79 - 36 30 1.6 1.5
104 103 78 78 36 31 1.5 1.5
106 105 75 87 .29 29 1.4 1. 4
108 107 87 78 30 29 2.1 2.0
110 109 . 86 80 .29 29 . 2.0 2.0
112 111 75 79 32 34 1.5 1.6
114 113 67 75 30 43 1.5 2.2
116 115 93 87 29 35 2.0 2.3
118 117 .92 101 43 39 2.2 . 1.8
120 119 88 90 38 4] 1.7 1.9
122 121 82 79 29 31 1.4 1.5
124 123 110 102 45 48 2.9 2.8
126 125 87 90 41 46 1.9 2.5
128 127 83 72 29 29 2.0 2.0
130 129 17 84 41 47 1.9 2.6
132 131 75 73 29 31 1.4 1.5
134 133 92 103 30 29 2.1 2.0
136 135 92 97 43 44 2.2 2.3
138 137 87 87 34 43 1.6 2.2
140 139 82 80 29 29 1.0 2.0
142 141 76 78 30 30 1.5 1.5
144 143 70 77 T 34 39 1. 6 1.8
146 145 109 103 34 36 1.6 1.6
148 147 80 79 32 29 1.5 1.4
150 149 64 74 38 43 1.7 2.2
152 151 84 78 41 34 1.9 1.6
154 153 92 87 32 38 1.5 1.7
156 155 89 91 44 36 2.3 1.6
158 157 103 - 96 4] 43 1.9 2.2
160 159 84 83 42 31 2.0 1.5
162 161 68 79 29 42 1.4 2.0
164 163 105 91 32. 34 2.2 2.2
166 165 94 94 42 38 2.0 1. 7
168 167 100 116 43 47 2.2 2.6
170 169 104 94 41 35 2.8 2.4
172 171 104 92 37 48 2.4 2.7
174 173 98 - 88 34 29 2.2 2.0
176 175 90 96.. 39 © 43 1. 8. 2.2
178 177 88 88 4] 31 1.9 1.5
180 179 92 95 44 39 2.3 1.8
182 181 96 92 38 1.7 1.7

38
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TABLE 11

EXPERIMENTAL TUTEES AND CONTROLS ON VARIABLES OF
PRESTIGE SCALE (socioeconomic level), CHRONOLOGICAL AGE,
SCHOOL AND TEACHER

Prestige Chrono-
Number Scale logical School Teacher
’ (ID) Score Age
/ E C E C E C E C E C
102 101 17 17 9-6 8-8 3 3 21 21
104 103 17 17 8-7 8-7 3 3 21 21
106 105 12 26 8-6 9-0 3 3 22 22
108 107 20 12 9-7  9-7 3 .3 23 23
110 109 12 12 9-1 9-5 3 3 24 24
112 111 17 14 8-11 8-4 3 3 21 21
114 113 16 17 8-11 8-7 3 3 22 22
116 115 17 17 10-0 9-7 3 3 23 23
118 117 17 17 8-6 8-11 3 3 22 22
120 119 12 12 8-0 8-4 3 3 22 22
122 121 14 12 8-2 8-9 3 3 22 22
124 123 16 12 8-1 8-9 3 3 22 22
126 125 28 12 8-1 8-11 3 3 21 21
128 127 29 16 9-2  §-7 3 3 4 4
130 129 17 20 9-4 9-3 3 3 22 22
132 131 12 17 8-0 8-4 3 -3 21 21
134 133 14 27 10-9  9-9 3 3 4 4
; 136 135 17 17 9-0 9-0 5 5 25 25
| 138 137 16 16 9-10 -9-9 5 5 25 25
| © 140 139 17 17 9-4 10-10 5 - ) 26 26
: 142 141 21 17 8-4 8-17 1 1 27 27
- 144 143 17 17 9-0 9-3 1 1 27 27
§ 146 145 17 17 8-7 8-5 1 1 27 21
148 147 32 25 9-0 - 9-3 1 1 27 27
150 149 17 12 9-10 9-0 2 2 28 28
152 151 17 12 9-3 8-9 2 2 29 29
; 154 153 12 17 8-9 8-5 2 2 29 29
j 156 155 17 27 8-5 8-1 2 2 29 29
' 158 157 17 25 8-5 8-9 2 Z . 28 28
160 159 14 12 9-5  8-7 2 2 28 28
162 161 12 16 8-0 8-3 2 2 28 28
164 163 17 17 10-2 9-4 2 2 11 11
166 165 12 17 9-4 9-3 6 6 30 30
168 167 12 25 9-0 9-2 6 6 31 31
170 169 16 14 10-11 .9-8 6 6 32 32
172 171 27 20 9-4 10-1 6 6 30 30
174 173 12 17 9-9  9-4 4 4 33 33
176 176 12 17 8-8 8-2 4 4 34 34
178 177 12 17 9-11 9-2 4 4 34 34
180 179 20 12 9-0 8-10 4 4 35 35
182 181 12 12 8-1 8-1 ~ 4 4 34 34
V
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TABLE 12

EXPERIMENTAL TUTEES AND CONTROLS ON PRE- AND POST
' STANDARD SCORE IN READING COMPREHENSION

Number

(ID)

Standard Scores in Reading Comprehension

Pre- Post

101

183

107
109
111
113
115

117

119
121
123

125
127
129
131
133
135
137
139
141
143
145

147
149

151
153
155
157
159
161
163
165
167
169
171
173
175
177
179
181
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TABLE 13

EXPERIMENTAL TUTEES AND CONTROLS ON PRE- AND PPOST
GRADE EQUIVALENT SCORESIN READING COMPREHENSION

Number Grade Equivalent Scores in Reading Comprehension
(ID) Pre- Post

E C E . C E C

102 101 1.6 1.5 1.9 © 2.2

104 103 1.5 1.5 2.3 1.8

106 105 1.4 1.4 2.8 1.6

108 107 2.1 2.0 2.3 2.9

110 109 2.0 2.0 2.0 2.0

112 111 1.5 1.6 1.9 1.9

114 113 1.5 2.2 . 2.7 - 2.0

116 115 2.0 2.3 2.2 2.3

118 117 2.2 1.8 2.2 1.6

120 119 1.7 1.9 2.8 1.8

122 121 1.4 1.5 1.6 1.8

124 123 2.9 2.8 5.8 3.6

126 125 1.9 2.5 2.0 3.0

f. 128 127 2.0 2.0 2.4 2.4

E 130 129 1.9 2.6 2.0 2.8

132 131 1.4 1.5 2.6 2.4

134 133 2.1 2.0 2.8 2.5

136 135 2,2 2.3 3.0 3.3

! 138 137 1.6 2.2 2.0 2.6

| 140 139 1.0 2.0 2.5 2.5

| 142 141 1.5 1.5 3.1 1.7

| 144 143 1.6 1.8 2.5 2.0

,, | 146 145 1.6 1.6 1.9 2.4

7 148 147 1.5 1.4 2.2 1.6

' 150 149 1.7 2.2 2.6 1.5

: 152 151 1.9 1.6 2.2 1.8

154 153 1.5 1.7 2.2 2.6

' 156 155 2.3 1.6 3.0 2.4

158 157 1.9 2.2 1.6 2.3

- 160 159 2.0 1.5 2.0 . 2.0

162 161 1.4 2.0 1.5 2.2

164 163 2.2 2.2 2.3 3.3

: 166 165 2.0 1.7 2.4 1.6

:' 168 167 1.2 2,6 2.5 2.8

1 170 169 2.8 2.4 4.7 3.3

; 172 171 2.4 2.7 4.4 3.3

, f 174 173 2.2 2.0 3.9 2.1
| 176 175 1.8 2.2 2.0 1.9
| 178 177 1.9 1.5 . 1.8 2:°0
’ 180 179 2.3 1 g 1.9 3.1
| o 182 181 1.7 1.7 2.5 1.9
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TABLE 14

EXPERIMENTAL TU'l'.EES AND CONTROLS ON PRE- AND POST
_RAW SCORES IN READING COMPREHENSION

Number Raw Scores in Reading Comprehension
(ID)
E C. B C E C
102 101 10 6 13 15
104 103 7 () 16 12
106 105 5 4 21 10
108 107 6 3 10 18
110 109 1 3 5 5
112 111 8 .9 13 13
114 113 6 15 20 14
116 115 2 10 8 10
118 117 15 12 15 . 10
120 119 11 13 21 12
122 121 4 ( 10 12
124 123 22 21 42 29
126 125 13 18 14 23
128 127 3 4 12 12
130 129 13 19 14 21
132 131 5 () 19 1%
134 133 6 -4 17 13
136 135 15 16 23 26
138 137 9 15 14 19
140 139 0 4 18 14
142 141 5 6 24 11
144 143 9 12 18 14
146 145 9 10 13 17
148 147 8 5 15 10
150 149 11 15 19 8
152 151 13 9 15 12
154 153 8 11 15 19
156 155 16 10 23 17
158 1517 13 15 10 16
160 159 14 1 14 14
162 161 5 14 ( 15
164 163 7 8 11 22
166 165 11 14 17 10
168 167 15 19 18 21
170 169 17 9 32 22
172 171 12 20 30 26
174 173 8 4 26 1
176 175 12 15 14 13
178 171 13 1 12 - 14
180 179 16 12 13 24
182 11 11 18 13
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TABLE 15

EXPERIMENTAL TUTORS AND MATCHED CONTROLS ON

VARIABLES OF NON-VERBAL IQ, PRE-TEST STANDARD

SCORES IN READING COMPREHIENSION,PRE-TEST GRADE
EQUIVALENT SCORE IN READING COMPREHENSION,AND
CHRONOLOGICAL AGE

Standard Grade level Chrono-
Number Verbal Scores lugical
(ID) Reading Comprehension Age
E C E C E C E C E C
002 001 65 72 29 29 2.1 2.3 11-3 11-3
004 003 96 93 41 42 4,2 4.4 11-0 11-1
006 005 85 85 29 29 2.1 - 2.1 11-9 11-3
008 007 111 102 41 40 3.5 3.4 9-11 10-5
010 009 98 105 30 31 2.5 3.2 11-3 11-4
012 011 106 96 41 - 39 2.9 2.6 9-5 9-1
014 013 70 82 29 33 2.2 2.5 12-6 11-6
016 015 101 103 42 39 4.5 3.7 11-0 10-11
018 017 103 o8 40 36 3.3 2.9 10-0 10-1
020 019 63 66 38 31 3.4 3.2 12-0 12-9
022 021 89 99 29 29 2.2 2.2 10-0 10-6
024 023 110 102 49 46 5.0 4.5 10-8 10-6
026 025 100 1C0 41 41 4.2 4.1 11-0 11-3
028 027 90 88 29 33 2.1 2.7 13-2 12-6
030 029 76 84 33 33 2,5 2.5 10-3 10-2
032 031 90 83 36 29 3.1 2.1 11-10 11-7
034 033 102 102 40 40 3.3 3.4 11-2 10-5
036 035 84 92 41 41 2.9 2.9 10-3 9-8
038 037 80 84 29 29 2.4 2.1 11-10 12-4
040 039 117 112 44 43 3.2 3.1 10-9 10-9
042 041 84 19 39 39 3.7 3.7 12-9 12-9
044 043 88 90 40 40 4.0 3.9 11-11 11~-0
046 045 77 85 39 39 3.7 3.8 12-2 12-1
048 047 75 85 39 39 3.8 3.8 11-6 12-1
050 049 79 89 30 317 2.5 3.3 11-1 11-5
052 051 101 104 41 46 2.9 3.4 9-1 9-4
054 053 66 66 33 30 2.3 2.1 11-0 10-6
056 055 20 u8 29 40 © 2.0 2.7 9-4 8-1
058 057 191 91 35 33 2.4 2.3 9-5 9-4
060 059 90 96 40 43 3.9 4.7 11-4 11-8
062 061 114 113 42 44 3.0 3.2 9-1 9-5
064 063 101 100 42 38 4.4 3.4 11-5 12-4
066 065 93 103 34 39 2.6 3.2 11-2 11-0
068 067 94 91 39 40 3.7 4.0 11-5 11-2
070 069 87 96 40 41 3.9 4.2 11-3 11-3
072 071 109 98 46 42 4.5 4.5 10-2 11-3
074 0173 104 99 37 39 3.2 3.8 11-1 11-5
076 0175 89 84 42 31 3.0 2.4 9-9 9-10
078 077 71 (i 39 40 2.6 2.7 10-11 11-9
080 079 89 90 39 41 3.8 4.1 12-0 11-7
082 081 70 71 31 29 2.4 2.2 10-9 11-0

¢ . e
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TABLE 16

EXPERIMENTAL TUTORS AND CONTRCLS ON THE VARIABLES
OF PRESTIGE SCALE (socioeconomic level),SCHOOL,GRADE

AND TEACHER

Number Prestige S ~ ActualGrade .. .h
(1D) Scale Score chool in School eacher
E C E C C E C E

-+ 042 041 17 17
- 044 043 17 16

002. 001 12 12
004 003 23 27
006 005 27 25
008 007 27 12
010 009 27 17
012 011 12 35
014 013 25 12
016 015 35 35
018 017 42 12
020 019 17 17
022 021 17 12
024 023 26 17

026 025 14 17
028 027 12 17

030 n29 12 14
032 031 28 27
034 033 20 12
036 035 23 27
038 037 17 18
040 039 17 17

046 045 17 27
048 047 17 27
050 049 12 26

ODOCOOD TN = &N OO N s O s st O 2 DI+ |

—
O QOO0 = YD) OO U = QN = O D= QO = D\ =

052 051 25 16 10
054 053 14 27 11
056 055 21 27 10
058 057 30 17 11 11

060 059 33 17
062 061 17 23

064 063 27 17
066 065 12 17
068 067 21 42
070 069 35 42
072 071 35 17
074 073 17 17
076 075 12 14
078 0717 31 12
080 079 12 20
082 081 28 35
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TABLE 11

EXPERIMENTAL TUTORS AND CONTROLS ON PRE- AND POST
STANDARD SCORES IN READING COMPREHENSION

Number Standard Scores in Reading Comprchension
(D)

E C E C E C
002 001 29 29 29 29
004 003 41 42 52 36
006 005 29 29 33 29
008 007 41 40 46 38
010 009 30 317 29 40
012 011 -41 39 37 32
014 013 29 33 29 - 33
016 015 42 39 41 32
018 017 40 36 46 39
020 019 38 317 36 35
022 021 29 29 42 29
024 023 49 46 51 49
026 025 41 41 44 43
028 027 29 33. 29 29
030 029 33 33 29 33
032 031 36 29 35 29
034 033 40 40 37 38
036 035 41 41 36 42
038 037 29 29 29 29
040 039 44 43 47 38
042 041 39 39 35 40
044 043 40 40 47 38
- 046 045 39 39 39 44
048 047 39 39 41 40
050 049 30 317 34 30
052 051 41 46 36 49
054 053 33 30 . 32 34
056 055 29 40 30 51
058 057 35 33 42 41
060 059, 40 42 42 41
062 061 42 44 45 44
064 063 42 38 55 31
066 065 34 39 37 43
068 067 39 40 46 45
070 069 40 41 40 37
072 071 46 42 48 . 41
074 073 31 39 38 317
076 075 42 317 34 45
078 077 39 40 33 30
080 079 39 41 41 44
082 081 31 29 32 29
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“TABLE 19

EXPERIMENTAL TUTORS AND CONTROLS ON PRE- AND POST
- RAW SCORES IN READING COMPREHENSION

Number Raw Scores in Reading Comprehension
(ID)
E C E C E C
002 001 5 8 1 1
004 003 25 23 44 . 26
006 005 6 6 20. 10
008 007 19 18 34 24
010 009 10 16 9 31
012 011 13 11 18 12
014 013 1 10 13 17
016 015 21 20 33 19
018 017 17 13 34 25
020 019 18 16 26 23
022 021 7 7 29 8
024 023 32 27 40 38
026 025 25 24 36 35
028 027 6 12 16 13
030 029 10 10 10 15
032 031 15 5 23 7
034 033 17 18 22 . 24
036 035 13 13 17 23
038 037 9 6 13 13
040 039 16 15 31 19
042 041 20 20 23 31
044 043 23 22 39 29
046 045 20 21 30 36
048 047 21 21 33 34
050 049 10 17 21 17
052 051 13 18 17 33
054 053 8 5 12 14
056 055 3 12 8 35
058 057 9 8 23 22
060 059 22 29 34 33
062 061 14 16 27 26
- 064 063 26 18 46 27
066 065 11 16 22 30
068 067 20 23 31 37
070 069 22 25 31 21
072 071 21 27 37 30
074 073 16 21, 29 21
076 075 14 9 14 21
078 0717 14 12 13 9
080 079 21 24 33 36
032 081 7 16 10
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SOME SUBJECTIVE OBSERVATIONS

All too often, research in the area of psychology and educa-
tion is reported in cold, statistical, methodologically preci e terms.
This is of course, necessary if we are to further cur scientific
knowledge of man. Butit would seem that if we were to lose sight
of the subjective aad emotional aspects of our experiences simply
because they are not amenable to statistical treatment, we have
only looked at one major part of a study. |

Comments from the teachers of students who participated in
this study, together with comments made by the tutors and tutees,
are seemingly worth note in this study.

Some of the comments indicate tha* “he experience evoked
observed achievement in various areas, together with comuments
that indicate an observed deeper personal growth {nar some of the
tutors and the tutees.

The complete effects of the tutor-tutee relationships are diffi-
cult to assess statistically; and, therefore, the investigator feels
that some observations are wurth noting; perhaps some of these
subjeclive impressions ray lay the groundwork for further in-
vestigation of the tutor-tutee relationship and its implications for
the ‘utoring process.

The following will serve as a sampling of positive comments
made by teachers:

I {cel this rescarch program has been a definite benefit to

a. . . . He has made firm progress, especially in larguage
arts, and his intercst in other subjects is much improved.
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A. . .. seems to feel more at ease in the general classroom
situation and he readily takes part in classroom discussion
and activities. He has always been a good boy who tries to do
well but since your nrogram's inception I sense a definite
attitude in A. . . of confidence and also security.

: Comments of Teacher 17

S. . . is very enthusiastic about this program. He is showing
more intercst in books and is doing more things for himself
in less time and is less timid.

Comments of Teacher 10

B. . . has been shoving a definite improvement in reading.
In his reacing group he seems more alert and concentrates
harder than ever beiore. He doesn't need as much help with

‘new words, His comprehension is also improving. He is

always interested in new books now.
Comments of Teacher 27

C. . . has really been "gung-ho'" for this special period in his
day. Has really worked; watches eagerly for your car and
has had 2 most happy experience.

Comments of Teacher 31

C. . . has shown improvement in interpretation of reading
material, Attacking of words has greatly improved, although
he is still careless with some skills. C. .. seems to take
movre care and thought toward his schcol work.

Comments of Teacher 35 -

R. . . has showed an awareness of being prompt in attendance
since the time the tutoring classes began. His spelling grades
have improved from F's and E's to an average of 'C'. R. ..
has started to take textbooks home for homework during the
evening hours. For the first time I can identify that this pupil
is aware of the importance of self-application toward his
studies. All of his has happened since this research program
began. '

Comments of Teacher 17

D. . . is very eager to participate and to have D. . . excited
about anything is reilly good. .
Comments of Teacher 34

T. . .'s attention span and his effort have shown great im-
provement since his participation in your research program.
T. . . has always been a rather slow learner, butis co-

opecrative and his recent moderate achievements in class, I
feel can be attributed to the help he is getting in this reading
program. T. . . looks forward to. his participation in your °
program each week and he scems to be less apprehensive
in challenging classroom situations.

Comments of Teacher 19
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Ever since K. . . has bcen in the tutoring program he seems
to be putting a lot more effort in his class work. Before he-
was in the program he seemed little if not at all interested
in school. Now he is making an attempt to get his work in
on time. Instead of sitting and drawing he will pick up an
Encyclopedia, or some book of interest and read about some-
thing that is interesting to him. I don't have to sit there and
keep after him to do his work as I did before. It makes me
fecl good that he will at least try to do his work, and that he
does have an interest. I believe that the tutoring program
has helped K. . . and should be used on more slow learners.
Comments of Teacher 20

F. . . always registers an eagerness for the tutoring period
to begin. He has a real sense of belonging to '""something

~special. Comments of Teacher 32
'From the very start L. . . was eager to go to the tutoring
program. He very diligently gets all of his work done in
order to go "downstairs''. I believe this program has made

L. . . 2 better student in his other studies, nothing dis-
tracts him now when he is working. He now reads books
aioud to the class, helps with difficult words in reading
group and reads books with and to other children.
Comments of Teacher 34

F. . . is always eager to go to this program of tutoring.
He loves to read whenever he has nothing to do and also when
he does have other things to do; he pulls out a book and reads
quietly to himself. ,

Comments of Teacher 34

E. . .'s first positive reaction toward the program appeared
after his tutor used a movie or slides on cars, --this moti-
vated him very much because he himself had some of those
cars on a postcard. He was fascinated. He then got a book
on cars. He scems very eager to go to reading; however,
at times he seemed so excited about the tutoring program
that he couldn't keep his mind on his regular school work.
It scemed every Monday morning E. . . would ask if today
is the day he goes downstairs. Lately E. . . has gained more
confidence in reading and helps others in reading group. He
has brought the books from the tutoring program and read
and shared themn with others.

Comments of Teacher 33

/

B. . s reading interest and ability has improved. He tas
not only used the books and materials of the program and the
classroom, but has gotten books from the Bookmobile re-
lated to what he was studying. . .

Comments of Teacher 24
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R. . .'s desire to participate in his subjects has increased
greatly. He was somecwhat withdrawn, but has started to

volunteer in class discussions.
~ Comments of Teacher 3

F. . . was very proud of the books he could now read. He
would always bring his book and show his classmates what he
was reading. He also used extra time putting together a
puzzle for the reading program. '

‘ Comments of Teacher 4

R. . .'s spelling has greatly improved since being involved
in the tutoring program. His grades have gone from F to B
in that subject. '

- Comments of Teacher 3

"F. . . has'improved tremendously since the inauguration of

your program. His attention span is longer. He attacks

words that he would never dream of attacking before. His

classroom behavior has correspondingly improved.
Comments of Teacher 1

E. . . is not the discipline probtlem thitt he used to be. Some-
times he acts out of turn but not as frequently as before. His
attention span has improved and he seems to react better to
the classroom situation.

Comments of Teacher 1

K. . . seems to be interested in reading much more now.
Cornments of Teacher 1

E. . .'s attitude toward school has improved. He has a re-
newed interest in learning. . He showed spurts of this type of
interest before but it was never sustained over a considerable
period as it is now. Comments of Teacher 1

R. . . has been reading his books and sharing them with
classmates. He secms really excited about the things that
he is doing in reading. He has been getting books that relate
to other things we are learning about in class, For example,
R. . . brought a book about airplanes and explained pictures
to the class. R. . . read to me from his book A Hole is to

Dig. He didn't do so well but with some prodding T managed

to get him to sound out some words. He did try very hard--
and that's the first step. Comments of Teacher 22

T. . . is gaining confidence in himself. His spelling is im-
proying very much. Now he is beginning to reason things
out much better.. His interest is good; he is not having
trouble with word clues. T. . . enjoys going to this class
very much. Comments of Teacher 27
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For the first time this year G. . . is thrilled about books.
He enjoys this class very much. His spelling is improving
and is understanding some subject matter much better.
He is making slow steady progress.

Comments of Teacher 26

Such teacher observations do coincide with the results of the
statistical analysis, particularly in reference to the tutees.
Te.ache.rs of students who were tutors commented on behavior
changes, such as less a discipline problem, less absenteeism,
greater interest in learning experiences, more self-confidence,
eagerness to face classroom situations with a feeling of security,
greater self-application toward study, signs of motivation appearing,
greater concentration in work-study habits. All of these comments
reflect on the investigator's interprctation of the results of
Hypothesis Two through Five. --that psychological‘ changes seem to
appear before academic changes and with some students it seems
to be a simultaneous change with perhaps the psychological changes
making the more significant change, with emerging changes in
achievement.

A3 would Be expected, not all comments were favorable, é.i-
though negative observations were very minimal. A sampling of
these are given. | |

I noticed that B. . . l'as become more assertive. He gets

into trouble in class now where before he never would. How-

ever, I do not believe that this is a negative characteristic,
although it appears as one. I think it is very healthy that he
is becoming less intimidated.

Comment of Teacher 1

R. . . still doecs not seem to accept responsibility for his

own work. Howeéver, he has always been lax in this area.

He only works when he feels lika it.
Comments of Teacher 10
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Very little change with G. . .
' Comments of Teacher 10

S. . .'s behavior was none too good to begin with but he has
become more belligerent and impudent. His opinion of him-
self was high in September. Because he has been chosen to
help another child his opinion of himself has become even
higher. . . Comments of Teacher 16

D. . . missed much of his language and spelling instruction
in the classroom during these past months. He is very slow
student and daydreams. ~ It was almost impossible for him
to make up written work and he completely missed all ex-
planations and discussion. However, D. . . has improved
in his reading comprehension during these past few months.
I certainly hope this will result in continued progress next

- school year. Comments of Teacher 14

Some

commeants from the tutors and tutees are now observed:

I like this reading program because it help me read and
lexrn to do something. (Student 012)

I can now read good. I like reading.
' (Student 115)

- Ilike to learn now. My student was gcod.

(Student 054)

I really larned to like to study.
(Student 022)

I like this kird of program becaus it help me read. Right on!
(Student 170)

I think my student has improved and me, too.
(Student 034)

The program made me get ahead and to get higher grades.
(Student 004)

Twotring (Tutoring) it did me good.
(Student 168)

The best thing I liked a.bout this whele thing is that I got to
like myself better. - (Student 072)

Iliked this readin program because it helped me improve my
reading and other thmgs. Ilike to help my pup11 read
(Student 044)
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I liked this program because I learned to read better. My
student was very nise. and I help hem learn.
(Student 046)

My totor was very very good and fair and Ilerned a lot.
' o (Student 164)

1 now like reading. I liked the books on Martin Luther King.
(Student 042)

This program help me a lot.(Student 108)

I like my own seft (self) now. .
(Student 068)

All the things me and my tutor did made me read a lot better.
' (Student 172)

I like my tutor becauze he hlep me read.
" . (Student 170)

I like to help pople work. I liked all the work we could do.
1t is good. (Student 030)

All comments from both the tutors and the tutees were posi-
tive, except one tutor. Such comments and personal impv;'essiohs |
see:n to indicate that psychological and academic achievement
changes were indeed taking place and have implications for further
research both in the field of education as well as psychOIOgy.

The following observations were made by the investigator
during the study and also seem worth comment.

One tutee's family moved to another school during the course
of the investigation. This naturally separated the tutee and his
tutor; however, the tutee was so upset by this mO\'re and that it
meant not béing in the reading program that he convinced his mother

p , . ;

to commuté him back to the original school for the }re'st of the year,

while his brothers and sisters went to the "new" school.” (This

particular student had a pre-test reading comprehension score
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of 2.2; post test score in reading comprehensioﬁ was 3.9).

After about nine weeks into the tutoring sessions, three tutor-
tutec relationships (all lived in the same apartment building) con-
tinued their tutoring sessions for three Saturdays. These same
three pairs of students; (tutor -tutee) took about ten easy reading
books home each weekend thereaifter and circulated the books in
their groups and in their apartment building.

Some parents became interested in the.paperbacks which the
students were tal&ng home, and requested copies fo.r themselves,
particularly books about Mé.rtin Luther King.

Some of the tutors, prior to the tutoring program, had frequent

absenteeism. Some of them had baby-sitting taske to do in the home;

after the program began, three tutors informed their Mother that

they would baby-sit, if necessary, but only on Monday and Friday. .
They could never miss the tutoring days which were Tuesday,
Wednesday, and Thursday.

Interest in books necessitated obtaining books outside of the
school. Books from the bookmobile, the public librar.y,_ purchased
paperbacks, and local school resources engendered a circulation of
over one-thousand books with readability levels from picture book
to grade seven reading level.: B‘ooks:l which circul-ated,most fre-
quently 1nc1uded the CURIOUS GZORGE Books by H. ‘A. Rey
(Houghton M1 fflin); books about Martin Luther Kxng, and the ‘
CHARLIE BéiOWN Books by Charles M. Schulz (Fawcett World

Library), Categones which had the greatest c1rcu1at1on mcluded

sports, animal stories, and science books.
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